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ABSTRACT
The purpose of this phenomenological qualitative study was to capture and gain an
understanding of Latinx immigrants’ lived experiences during their transitions from their native
countries to rural Arkansas. Using purposeful criterion-based sampling, the population of interest
was five Latinx immigrant students and families who migrated from their native countries to the
state of Arkansas. The analytic strategy included a single-case model of each family’s
transcription, two-case model, cluster analysis to identify likeness, document portrait, and
subtheme development. The structural descriptions that formed the essence of the experience
resulted in three themes: education, migration, and emotional experiences. The three overall
themes embraced the importance and provided dimension to the Latinx immigrant experience, as
rural districts, teachers, and communities can learn how to better support Latinx immigrant
families’ overall needs.
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Chapter I: Introduction
Need for the Study
The journey to achieve the American Dream begins hundreds of miles south of the
United States border for many Latinx immigrant families who desire a better future for their
children, financial security, and a safer atmosphere. Research conducted by the U.S. Office of
Homeland Security (Baker, 2019) shows there are approximately 2,830,000 lawful permanent
residents and 19,910,000 undocumented residents from a Latinx—a person of Latin origin or
descent—country of origin in the United States. Latinx residents account for 7.7% (232,370.908)
of the 3,017,804 residents in the state of Arkansas (United States Census Bureau, 2019). Specific
research on the issue of the Latinx demographic increasing across the country, in the state of
Arkansas, and in a rural community can address this current gap in the research. Although all
sectors ought to learn more about Latinx populations in traditionally non-Latinx cities and
counties, educators, along with healthcare providers and social workers, need to learn more about
the reasons behind the decision Latinx immigrants make prior to their journeys north, how they
experience their journeys, and how they settle and acculturate into rural Arkansas to create
systematic supports for their families and students. I used Maslow’s (1954) hierarchy of needs in
this study to frame the immigrant experience of migration and acculturation in relation to basic
human needs.
The Latinx population has surpassed previous minority groups in the United States as
immigration from the world-wide Latinx population has resulted in them becoming the largest
minority ethnic group in the United States. The combination of the Mexican Revolution,
increased demand for agriculture labor, and American labor shortages “pulled” Mexicans
northward in search of work (Jimenez, 2008). Clusters of native immigrants have settled down in
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specific towns and regions across the United States. By relocating in clusters in the United
States, immigrants lean on their network effect knowledge: “I will go to where my people are,
since it will help me” (Bodvarsson & Van den Berg, 2009, p. 330), followed by herding
behavior: “I will go to where I have observed others go, because all these others who went before
me probably have information that I do not have” (Bodvarsson & Van den Berg, 2009, p. 330).
The manufacturing and agricultural boom in the rural Midwest expanded the Great Plains region,
resulting in this economy dependence on a large foreign immigrant workforce. Global capitalism
contributed to this economic expansion due to transnational corporations shifting their
production plants and headquarters to the Midwest. This expansion opened numerous
construction employment opportunities to the Latinx workforce. The momentum of employment
opportunities expanded further as the need for hotel staff, landscapers, restaurants, and
manufacturing positions opened (Vasquez, 2009).
The Latinx migration journey can be separated into three phases that create the lived
experience for Latinx students and families. First, the decision to leave their native land; second,
their experience on their journey; and third, adjusting to life in America. Each phase contributes
to the Latinx immigrant’s entire lived experience. The decision to leave their country of origin is
not an easy decision to make. The native countries of the Latinx subgroup lack basic human
resources for all citizens, such as healthcare resources, general safety, nourishment, and
academic job opportunities. Latinx immigrants’ pursuits of the American Dream include an
optimistic future with endless opportunities often focused on educational attainment, particularly
for their children.
Many immigrants to the United States believe in the promise of “superior higher
education and job opportunities in the United States lead(ing) teachers and students to focus on
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gaining entry to the U.S. encouraging a ‘pro-North American identity’” (Dyrness, 2012, p. 57).
This immigration myth supports a “cultural milieu in which young people invest more faith in
foreign wage labor than in Mexican education as a strategy for socioeconomic mobility” (Kandel
& Massey, 2002, p. 996). This leads many Latinx immigrants, including Mexicans, to perceive
that immigration to the United States is necessary to gain access to education. Purariega and
Rothe (2010) perceived the following:
(Latinx immigrants’) decision to emigrate from one’s home nation, culture, and
community, and venture into a largely unknown environment is not one that is taken
lightly by any immigrant. It is a painful decision, even though it entails the hope or
actuality of improving one’s own circumstances and those of one’s family. (p. 506)
During the second phase of their experience on their journey, immigrants begin to
experience cultural dislocation as uncertainty and instability arise. When immigrants are also
refugees, children could potentially be separated from their parents/guardians and face an
unpredictable future. Additionally, immigrant children’s parents may have stayed in the native
country and the children may be traveling with other family members or acquaintances.
Dislocation begins during their journey but has lingering postmigration effects on child refugees,
resulting in PTSD, depression, and anxiety (Pumariega & Rothe, 2010). By making the
conscious decision to leave their homeland, immigrants experience a loss of their support
system, familiarity with their land and language, and psychological soundness and face
unfamiliar economic challenges (Gonzalez-Ramos & Sanchez-Nester, 2001).
The foundation of Maslow’s (1954) hierarchy of needs—which suggests people are
motivated to fulfill basic needs before moving on to other, more advanced needs—is shattered
for immigrant children as they struggle to synthesize their experiences during their travel and in
their new world. Each immigrant absorbs their lived experience differently because they
represent different age spans, including young children, latecomers, and adults. Latecomers and
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adults have the economic pressure of providing financial security for their families (Allard,
2016). Being an undocumented immigrant adds increased pressure to those old enough to
understand what is at stake as they get closer to the Mexico and United States border.
In addition to the actual process and journey of immigrating, immigrants need to also
adjust to life in America. Prior schooling and dislocation issues extend further as immigrant
children struggle with cultural disorientation, also referred to as cultural shock. Migrant families
and children lack a clear definition of patriotism, not fitting into either society. As Dyrness
(2012) highlighted, the idea of greater opportunities for education and work in the United States
lead to formal education in their native land promoted an American identity; yet, once they
arrive, many immigrants find assimilation into American culture difficult. Immigrants’
transitions in the new country experience acculturation and assimilation, but many immigrants
are unsure where they belong when culture is built on beliefs and tradition. “Some younger firstand second-generation immigrants may become alienated from both cultures as a result of living
in isolated homogeneous communities, losing adaptational skills and language from their culture
of origin, or both” (Hamann et al., 2008, p. 507). The host culture expects immigrants to
assimilate yet lacks the understanding of immigrants’ struggles to truly do so.
Feelings of dislocation and cultural disorientation further cloud immigrants’ abilities to
adjust to their new country, in addition to the lack of culturally responsive teaching methods used
in the educational setting and lower parental involvement from immigrant parents due to the
language barrier (Guido, 2017). The purpose of this study was to gain a deeper understanding of
new Latinx immigrants’ lived experiences during their transitions from their home countries to
rural Arkansas utilizing a social constructivism conceptual framework. Because knowledge is
constructed through individual experiences, the lived experience is unique to each individual.
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Social constructivism allows individuals to seek an understanding of the world where they reside
as they develop subjective meanings of their experience. The social constructivism conceptual
framework parallels the illuminative aspects of one’s lived experience, which Greene (2010)
framed in the following quote:
Perhaps the key point that a constructivist framework for learning posits is that meaning
does not reside in texts, but in the representations that readers and writers build as they
organize and selectively evaluate information and make connective inferences in
comprehending and composing. (p. 90)
Constructivist researchers use their interactions with individuals to “focus on the specific
contexts in which people live and work in order to understand the historical and cultural settings
of the participants” (Creswell, 2013, p. 25). This interaction is key to inductively develop the
pattern of meaning for participants’ lived experiences.
Latinx history and studies on Latinx immigrants are often focused on the West Coast
states, such as California, and in the Southwestern part of the United States in states such as
Texas and Arizona. The lived experiences of Latinx immigrant students and families in
southeastern states and regions have been explored. However, the number of Latinx immigrants
increases in rural communities and schools and the overall lack of capturing and understanding
the essence of their lived experiences creates a significant pressing issue. There is currently a
need for research that examines the decisions on why Latinx families leave their native land,
their experience on their journeys to America, and their adjustment to life in American. This
need for research led me to develop the following research question and subquestions for this
study:
• What are the lived experiences of new Latinx immigrants during their transitions from
their home countries to rural Arkansas’ public education system?
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o How do Latinx immigrants experience their decisions to leave their home
countries to come to the Southeastern United States?
o What are the lived experiences of making the journey from their home countries
to rural Arkansas?
o How do new Latinx immigrants describe their learning experiences in their home
countries versus in rural Arkansas?
The dissertation is organized into five chapters. Chapter I described the need for the
study, which is the Latinx immigrants decision to emigrate from their native country, culture,
and community, to rural America. Chapter II provides a review of literature relating Latinx
immigrants’ education challenges and areas of multilayered support that are beneficial to Latinx
students and families. Chapter III explains the methodology utilized for this study, including the
research design, sampling, interview structure, and data collection and analysis procedures.
Chapter IV reports the results of the study. Lastly, Chapter IV shares conclusions and
implications of this study, followed by the recommendations based on the results of the study.
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Chapter II: Literature Review
Latinx experiences from their native countries to the United States, and more specifically,
regarding the setting of this current study, within rural Arkansas, are an integral component of
their lived experiences that make up their stories. In efforts to better understand Latinx
immigration and acculturation experiences, it may be important to explore broader issues that
impact Latinx immigrant students and families. This chapter reviews literature on the different
areas that impact Latinx immigrants, including their experiences with education in their native
countries, dislocation, cultural disorientation, language and language learning, culturally
responsive and differentiated instruction, and parental engagement. Finally, this chapter ends
with a discussion of how previous literature provides specific guidance for the framework for
this current study.
Life’s experiences attach to an individual to help shape their identity and contribute
toward the construction of the Latinx group. Latinx immigrants experience two types of identity
boundaries: intergroup and intragroup. For some Latinx immigrants, such as Mexican
Americans, the intergroup boundary “animate[s] distinctions between Mexican Americans and
non-Mexicans,” followed by the intragroup boundary of “group authenticity from Mexican
immigrants and young members of the second generation” (Jimenez, 2008, p. 1530). From a
slightly different perspective, Cornell (2000) promoted the “conceptualization of ethnicity as a
narrative that provides useful expressions to make salient are not merely imposed on Mexican
Americans but are actually adopted by them” (p. 45). Mexican Americans “evoke the immigrant
experiences as a central part of their own ethnic identity” as they experience anti-Mexican
nativism (Jimenez, 2008, p. 1547). Due to intergenerational differences, Latinx children, who are
United State citizens, develop different life experiences and identities from their elders (Johnson,
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1998). For the Latinx community, their battles, stories, losses, and successes can be examined
partially through the experiences parents have with their children’s schooling and education.
The pursuit of the American Dream offers an optimistic future for Latinx immigrants,
allowing for better employment, educational, and housing opportunities. Their native countries
may lack basic citizenship rights and services, such as healthcare resources, public safety, food
security, education access, and other factors that result in stratifying groups within a lower
socioeconomic class. The driving force behind Latinx immigration northward focuses on
“population growth, falling real wages, and persistently weak economic conditions in Mexico”
(Bodvarsson & Van den Berg, 2009, p. 334). Mexico’s economic instability “widened the wage
differential that makes northward migration attractive to Mexican immigrants” (Jimenez, 2008,
p. 1532). Dreaming of a better future for themselves and their family, immigrants make the
journey to the United States, which is sometimes dangerous, only to quickly realize that their
previous schooling in their native country was inadequate. This is often coupled with the
inability of some of their native countries to provide transnational school records that suggest the
grade and subject level placement for students transferring into the U.S. education system.
Furthermore, “inexpensive housing and the possibility of raising their children away from
violence, crime, and deficient schools, proved attractive to many Latino immigrants” (Vasquez,
2009, p. 3). The Latinx immigration growth shows no signs of decreasing as 10,000,000
immigrants are expected to arrive in the United States by 2030, whereas “slow economic growth
in Mexico and robust labor demand in the United States would swell Mexican immigration to
over half a million per year by 2030” (Bodvarsson & Van den Berg, 2009, p. 337).
Many Latin American countries have different education systems than in the United
States. A female El Salvadoran student expressed that they “learn about George Washington and
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Abraham Lincoln every year since they were small, but they don’t learn anything about
Salvadorian history until their senior year” (Dyrness, 2012, p. 49). Students in El Salvador
develop a “pro-North American identity,” as it is presented that America is greater than anything
the native country can offer their youth. Another student described the encouragement to pursue
education abroad:
The first choice is always outside (abroad), and if possible to stay there and not return. It
creates a great devaluing of everything that is here. The school fails in the area of social
conscience, and without conscience, the academic preparation fails, too. (Dyrness, 2012,
p. 49)
Other students described struggling to identify as a citizen of their homeland due to this
pro-American notion. This applies to the students fortunate enough to receive education in their
native land. Padilla (2001) asserted "regardless of place of birth, general-track and college-track
students who received some schooling in Mexico reported higher grades than students with no
schooling in Mexico” (p. 727). Additionally, a student’s immigration status does not contribute
to academic success in the United States; however, the effects of prior schooling in Mexico, such
as a strong academic learning and the teaching and learning of English, do impact Mexican
immigrant students’ success (Padilla, 2001). Caponi’s (2006) analysis of the United States and
Mexican census data highlighted a U-shaped relationship between education and migration and
concluded that “the lowest educated and the highest educated Mexicans are those who have the
most to gain from migrating to the US” (p. 30).
There are rural districts in the United States that have immigrant enrollees who have not
attended school at all in their native land, which is especially concerning when their age range
has exceeded that of primary grade range (Smith-Davis, 2004). The United Nations (UN) High
Commissioner for Refugees reported that immigrants “often arrive with minimal prior formal
education, interrupted schooling, limited English, and/or behavioral health needs” (The United
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Nations Refugee Agency, 2014). When immigrant students immigrate at older ages, such as
adolescence, they may struggle to acquire English and catch up academically, continuing to
snowball as the academic content increases in rigor. Adolescent emergent bilinguals range from
prepared for schooling in America, the alternative, and somewhere in between. Latecomers,
immigrants who enroll and enter rural schools after the start of the school year, lack required
enrollment documentation such as birth certificates, vaccination records, or previous school
records. Maria, a participant in Allard’s (2016) study, shared the following:
First of all let me tell you that sometimes when they cross the border, they don’t even
have a chance to have any documents with them. Sometimes they only have their birth
certificate folded in a million pieces and that’s all they have. (p. 373)
Further delays in enrollment are likely if the enrollee’s vaccines are not up to date. Allard stated,
In these cases, misinformation about the rights and responsibilities of undocumented
students in the United States (i.e., that they both have the right to attend K-12 schools and
are required to do so if under the age of 18) and fear related to undocumented status were
at the source of delays. (p. 374)
Even more bothersome, living in a rural area requires a trip to a larger city for the students to
receive their vaccinations. Uneducated or low-educated latecomers are not aware that attending
school in the United States is a requirement.
Moreover, many districts, urban and rural, require a parent or guardian for new enrollees,
resulting in a coworker vouching for the student because their parents are still residing in their
native country. As the Latinx population growth trend is expected to increase, there are longterm implications for the United States’ economy if Latino educational attainment is not properly
addressed. Understanding the relationship between Latinx educational levels and the United
States’ economy will “foster achievement for Latino students within their families, communities,
and schools will help develop behaviors, expectations, and policies that can potentially narrow
the achievement gap and contribute to Latino student success” (Marrero, 2016, p. 180). The low

11
academic achievements of the Latinx population, precipitated by low socioeconomic status,
cultural adjustment, and limited English, add an additional cyclical barrier (Evans et al., 2019).
In 1996, a document titled the de transferencia form, was created to support mobile
migrant students, allowing both the United States and Mexico to accept schooling experience
from the other country. However, only 10 U.S. states accept this form. As a result, transnational
migrant students need to often repeat the previous grade in their current country of residence,
especially in Mexico due to the lack of Spanish language proficiency. A transnational student in
Hamann et al.’s (2008) study shared her experience: “every year I go to the United States and
later come back to Mexico” (p. 68). Unable to remember the quantity of the time she spent in
either the United States or Mexico’s public education, she, like many other children, are
receiving a binational education.
The previous schooling hindrance is further amplified as Latinx immigrant children and
their families struggle with dislocation from their native land. Such hindrance negatively impacts
children socially, emotionally, and academically. Pumariega and Rothe (2010) stated,
If their dislocation from their home nation was abrupt or if it involves acute traumatic
events (such as war, political persecution, or disasters), they may have faced extended
periods in refugee camps, with adverse conditions and high rates of victimization. (p.
507)
Children refugees experience sudden and unpredictable certainty with their future and
could potentially be separated from their parents/guardians. Dislocation has lingering
postmigration effects on Latinx child refugees, resulting in PTSD, depression, and anxiety.
The decision to emigrate from one’s home nation, culture, and community, and venture
into a largely unknown environment is not one that is taken lightly by any immigrant. It
is a painful decision, even though it entails the hope or actuality of improving one’s own
circumstances and those of one’s family. (Pumariega & Rothe, 2010, p. 506)
By making the conscious decision to leave their homeland, Latinx immigrants experience a loss
of their support system, familiarity with their land and language, and psychological soundness
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and face unfamiliar economic challenges. The foundation of Maslow’s (1954) hierarchy of needs
is shattered for immigrant children as they struggle to synthesize their new world.
Dislocation clouds latecomers’ academic gains due to economic pressure and newly
added adult responsibilities. Valero, an immigrant latecomer, shared his financial obligations:
“rent, bills, my food, the bus, things like that and I still have to send money to Mexico” (Allard,
2016, p. 372). Undocumented latecomers work side jobs in the evening and on weekends, where
their cash paycheck helps support them and their families. Other latecomers are responsible for
household chores at home to help their working parents. Lacking a clear understanding of the
required schooling legality, many latecomers migrate to the United States for employment, not
for academic ventures. As latecomers try to balance schooling and employment, absenteeism is
high and results in students dropping out. Latecomers mainly accomplish English proficiency for
future job security and financial stability.
Latinx Immigrants and Postsecondary Education
Postsecondary dreams, however, can often be unattainable for undocumented immigrants.
Without citizenship credentials, they cannot qualify for financial assistance through Pell Grants.
Other documented, U.S.-born, immigrant students also struggle for financial aid because their
parents are undocumented residents and filing tax returns falsely under someone else’s social
security number is illegal (Herrera, 2019). If the student files a Free Application for Federal
Student Aid (FAFSA) for college, it could set off a red flag with the IRS, thus jeopardizing their
parent's income and safety. A recent Angel Falls High School graduate who excels academically
always dreamed of becoming a surgeon. She shared,
I was born in the United States. My parents work at Simmons but are undocumented
immigrants. They use someone else’s social security numbers and file taxes under that
number. I can’t apply for financial aid. If I submit their tax returns, it could get them in
trouble. The only way around this is if I claim I’m homeless, but my high school didn’t
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classify me as that in the state's system. I can’t afford to pay for college. (Pumariega &
Rothe, 2010, p. 506)
Undocumented Latinx immigrants have additional stressors because of the “added risk
and heightened stress from traumatic experiences at the hands of immigration authorities,
including workplace, school, and home raids that may end in arrests and potential deportation”
(Pumariega & Rothe, 2010, p. 506). The stressors, compiled with xenophobia from peer groups,
result in an exile mentality for immigrants, thus making rootedness challenging. “Firstgeneration immigrants suppress their mental health needs in order to subsume them below their
more basic and immediate needs for personal and material/economic security” (Pumariega &
Rothe, 2010, p. 508). Ironically, the homeland stressors are reason enough to leave but are
quickly replaced with new stressors, many that are long-term due to the dangerous migration
voyage and new world. Discrimination and economic stressors have a “significant adverse
psychological impact, on first-generation immigrants. More subtly, effects may stretch across
generations, with continuing effects on adaption and acculturation” (Pumariega & Rothe, 2010,
p. 506).
Cultural Disorientation and Attempts at Acculturation
Prior schooling and dislocation issues extend further as Latinx immigrant children
struggle with cultural disorientation, also referred to as cultural shock. Migrant families and
children lack a clear definition of citizenship, not fitting into either society. Any formal
education in their native land promoted an American identity; yet, once footed on American soil,
they are unable to sync into American culture. Terms coined to classify Latinx immigrants’
transitions in the new country include acculturation, assimilation, bicultural adaptation, and
enculturation, but when culture is built on beliefs and tradition, many immigrants are unsure
where they belong. “Some younger first- and second-generation immigrants may become
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alienated from both cultures as a result of living in isolated homogeneous communities, losing
adaptational skills and language from their culture of origin, or both” (Hamann et al., 2008, p.
507). The host culture expects migrants to assimilate yet lacks an understanding of migrants’
struggles to truly do so.
An unspoken cultural purgatory exists as immigrants feel caught in the middle between
their native and host cultures. A successful transition is when one can blend the two cultures to
exist in both. Literature shares examples of migrants not fitting in their country of origin nor in
the rural United States (Smith-Davis, 2004). Furthermore, Latinx immigrant children live in two
different cultural realities, one during the school day and a differing one at home. Social
pressures from peers and the media encourage immigrant children to assimilate. Alluding to
acculturation stress, immigrants attempt to assimilate to avoid discrimination, but by doing so,
they sacrifice native beliefs and values (Dryness, 2012). Immigrants struggling with their ethnic
identities reinforces physiological strain, including anxiety and PTSD (Pumariega & Rothe,
2010). Learning the new language might advance an immigrant academically and in the
workforce; however, they still exhibit loneliness and isolation.
Circumstances around transnational student identity prevent those from adopting a
nation-related identity, simply because country of origin and length of stay does not equate.
Latinx immigrant children
look Mexican in appearance, whose parents may be Mexican, but who may not be fully
proficient in Spanish, who may not have been socialized to Mexican expectations of the
student/teacher relationship, and who may even be U.S. citizens by virtue of a U.S. birth.
(Hamann, 2001, p. 62)
This isolating experience leaves immigrant youth without a sense of belonging. Emigrating from
an unstable country makes those who leave yearn for geographic stability and protection from
the chaotic native land (Dryness, 2012).
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Programs dedicated to decreasing cultural disorientation do provide support and
resources to immigrant families and children (Gonzalez et al., 2017). By shifting the focus,
communities and schools can help “immigrant children connect to their new country and
especially its education system. This is particularly important because Latino children, far more
than other ethnic groups, are often at greater risk educationally, with many eventually becoming
school dropouts” (Gonzalez et al., 2017, p. 52). A community’s ability to identify deficiencies in
migrant resources allows for preventative programs to be created. Districts partner with
community organizations to plan and implement services to support migrant students and
families. Culturally competent services can effectively support migrants through mental health
assessments and needs, not only offering individual guidance, but also family therapy. To help
combat cultural disorientation, “culturally-based interventions based on themes and practices
from cultures of origin are also utilized to meet the unique mental health and cultural needs of
immigrant populations” (Pumariega & Rothe, 2010, p. 511).
English Language Acquisition
Previous academic experiences and struggles combined with dislocation and cultural
disorientation further impact Latinx immigrants’ abilities to learn a new language, which is a
timely endeavor within itself. Research has shown “English language learners [ELLs] require at
least five years in which to catch up academically in English, although they may be
conversationally fluent within two years of starting to acquire it” (Smith-Davis, 2004, p. 22).
Innovated programs can offer much-needed support to newcomers. Spanning from 6 to 18
months long, the intense language program can help bridge gaps in migrant students’
backgrounds, thus promoting language learning. Newcomer programs can blend language
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instruction with cross-cultural acclimation, allowing the immigrants to gain become comfortable
with their new school and community (Pumariega & Rothe, 2010).
Primary aged immigrant students have an advantage to language learning because of the
phonological awareness programs many districts have in place, as well as time to learn English
fluently (Allard, 2016). The phonemic curriculum promotes their learning of letters, sounds,
spelling patterns, and word recognition. However, migration journey trauma, separation from
loved ones in their native land, and new surroundings easily act as a deterrent for learning. This
age range has a dual-language conflict because these students are typically not proficient in
either language or each domain (reading, writing, speaking, and listening). To worsen the
scenario for these students, Mexican schools lack the capacity to support those with limited
Spanish proficiency (Hamann et al., 2008).
Rural high-school aged Latinx newcomers may find language learning relatively harder
because the secondary-level content is more rigorous with increased difficulty in academic
language and abstract conceptualization. This age range also includes a timeframe that other
immigrant students do not have to battle. For example,
Newcomers to high school must also develop both oral and written English skills within
four years, a formidable task, considering that English learners typically take between
five and seven years to develop the language required to independently succeed in
English-medium content courses. (Allard, 2016, p. 368)
Increased practices allow immigrant students to complete a 5-year high school plan versus a 4year plan. This extension promotes the academic capacity of students who are wanting and
financially able to attend college. For non-college-bound students, the extension grants them
language learning support and mentoring from the school staff and teachers.
Latecomers' learning experiences are just as challenging. Allard (2016) stated,
The challenges of learning the language of schooling as well as curricular content are
compounded by difficulties posed by late arrival: different academic and behavioral
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expectations, social isolation, and limited time for learning or for building relationships
with peers and teachers. (p. 378).
These obstacles promote academic disengagement for language learning. This disorientation
results from the lack of familiarity with the new school and its environment. Latecomers also
struggle to comprehend course material or build rapport with teachers, as many focus on classic
teenage interests or employment income. Those who want to learn English proficiently
oftentimes have their dreams “largely unfilled by form-focused ESL [English as a second or
foreign language] pedagogy that offered few opportunities for developing speaking or writing
skills, apart from reading aloud and completing discrete-item grammar and vocabulary
exercises” (Allard, 2016, p. 378).
There are deficiencies with certified ESL teachers and the professional development they
receive, including an overall lack of understanding of supporting migrant students.
Most of the teachers of transnational students in the United States and Mexico are not
trained or expected to explicitly build on the ‘funds of knowledge’, i.e. the personal,
familial, and communal experiences and backgrounds that students bring with them to
school and that could be resources for teachers to help students make sense of the world
and their academic tasks. (Hamann et al., 2008, p. 65)
ESL instruction is viewed as making modifications and differentiating material to the individual
student's needs. Although these offerings are beneficial, transitioning to a culturally responsive
teaching mindset could better serve the whole child both culturally and linguistically.
Latinx Student Support
Latinx immigrant children have an overabundance of issues to overcome to successfully
reap the benefits of the American Dream. Scholars have highlighted that immigrants’ struggles
start long before stepping foot on American soil, including living in impoverished communities
and countries that deny basic citizenship rights and resources, public education, healthcare,
safety, and suitable income (Evans et al., 2019). Emigration has turned into a survival strategy
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for many families because it can break apart family units as not all families (parents and siblings)
can make the migration journey.
Researchers have found that immigrants are quick to learn the isolating truth behind
migration. Many suffer from dislocation and cultural disorientation, factors of which include
stress, PTSD, depression, mourning the loss of loved ones, lack of support systems, and
uncertainties regarding self-identity (Pumariega & Rothe, 2010). Immigrant children are unable
to call neither their native country nor their new country home as they struggle with a sense of
belonging to neither culture (Dyrness, 2012).
Researchers observed that both academic learning and becoming proficient in English are
obstacles for Latinx immigrants. Along these lines, Hamann et al.’s (2008) research emphasized
the language barriers, disjointed school experience, curriculum discontinuities, and psychological
stress Latinx immigrants face. Primary school-aged children lack proficiency in both their native
and second languages, as they struggle in reading, writing, speaking, and listening; though at this
age, children do have more time to learn English prior to high school graduation. Furthermore,
secondary latecomers and newcomers need to work even harder to master the rigorous academic
context and abstract skills, in addition to mastering English proficiency during their 4 years in
high school (Allard, 2016).
Lack of Proficiency and Low Rates of Literacy in Native Language and English
Scholars have identified an overarching theme of literacy deficiency amongst Latinx
immigrants. Foreign-born children sometimes experience education with interruptions, whereas
some children have never attended school or lack records for schooling completed (Global
Trends: Forced Displacement in 2016; Statistical Portrait of the Foreign-born Population in the
United States, 2016) Research shows foreign-born students lag behind U.S.-born students in
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educational attainment (Brown & Stepler, 2016; Bridging Refugee Youth & Children’s Services,
2016). Smith-Davis (2004) found that school districts are receiving immigrant students who have
never actually attended school at all, are beyond the age range of the primary grades. The result
of this educational lag has “shown that English language learners require at least five years in
which to catch up academically in English” (Smith-Davis, 2004, p. 22). Additionally, Pumariega
and Rothe (2010) argued that new immigrants are not learning English nor assimilating in ways
similar to earlier European immigrants.
The importance of literacy development for Latinx children relies on native language
experiences. “Latino parents’ views of literacy development are greatly determined by their
experiences in their home countries, experiences that frequently include poor formal schooling,
poverty, and poor vocational training opportunities” (Loera et al., 2001, p. 136) According to
Gilbert et al. (2017) and Loera et al. (2001), “early literacy abilities are important for long-term
outcomes, due to both the cumulative nature of literacy learning, and the importance of reading
and writing for general acquisition of knowledge in academic and nonacademic domains” (p.
1204). The Latino population has the lowest preschool participation rate of any ethnicity in the
United States as well as school readiness barriers, such as not knowing what their child need to
know for kindergarten, language barriers, and limited access to books at home (Peterson et al.,
2018). Peterson et al. (2018) found that both schools and local pediatricians collaborate to
effectively promote preschool programs offered in the community because the Latinx population
has one of the lowest preschool participation rates.
For secondary emergent bilingual students, the ESL instruction is remedial, primarily
form focused, and lacks cognitive and academic development, which is necessary for success in
high school (Bartlett, 2007; Harklau, 1999; Valdes, 1999, 2001). Allard (2016) and Marrero
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(2016) suggested emergent bilingual students are disoriented due to their lack of familiarity with
the schooling’s language, thus contributing to the ongoing gap in Latinx graduation rates and
overall academic performance.
Teachers’ Capacities for Differentiation and Assisting Latinx Students
Once safely abroad, Latinx immigrant students and families come face-to-face with illprepared teachers struggling to meet their culturally diverse needs. Hoover and Soltero-Gonzalez
(2018) suggested teachers focus on student differentiation while neglecting the need for a
culturally diverse classroom, school, and on a larger perspective, district. More specifically,
Hoover and Soltero-Gonzalez indicated teachers express a lack of preparedness regarding their
preparation to teach diverse students. These scholars emphasized deficiencies in an overall lack
of resources and strategies to implement effective learning instruction to immigrant students. The
authors noted a multitiered support system improved immigrant students’ academic success.
Although many teachers receive diversity training, a gap still exists between their understanding
of classroom integration and differentiation for immigrant students with limited English
proficiency, especially in rural schools. Teachers have indicated the need for their mentor
teachers to show them how to become culturally diverse versus just telling them (Lambeth &
Smith, 2016).
Teachers and Recognizing Difference and Privilege
Teachers, specifically White teachers with middle/upper-class backgrounds, struggle to
make connections with their students because they are unaware of their personal privileged
upbringing. These teachers’ White socioeconomic lens creates invisible culture barriers between
the teacher, student, and families (Lambeth & Smith, 2016). For example, teachers assume a
workweek is 5 days long in all cultures, which conflicts with many immigrants’ perceptions of
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the workweek because immigrants may have to work on the weekends and evenings. Although
this is a simple difference in culture, this misconception could impact students’ grades,
especially if any assignment questions refer to the workweek with the assumptions that there is a
shared and common definition.
To combat this barrier, research promotes that service-learning experiences help
educators develop a more culturally oriented lens. Service-learning includes religious and
cultural events and spending time in local communities interacting with other cultures (Tanguay
et al., 2018). Teachers can expand their own cultural awareness and responsiveness by engaging
in their students’ communities. By doing so, they are “treating every student as an individual
with their own culture, their own 504 plans” (Parker et al., 2016, p. 387).
Teachers’ Utilization of Differentiation and Immigrant Latinx Students
Tomlinson and Imbeau (2010) affirmed differentiation to be the foundation of teaching
and is not something that increases teachers’ workloads. Incorporating the complex process of
differentiation relies on a strong and skillful teacher to plan and implement scaffold levels of
content at the same time (Dixon et al., 2014). Differentiated and culturally responsive instruction
both lend themselves to fully support students because the teacher is aware of students’ academic
needs as well as the role of culture.
Tomlinson et al. (2003) hallmarked effective differentiation characteristics as follows:
•

Proactive differentiation of curriculum and instruction

•

Integration of flexible, small, teaching-earning groups

•

Variation of students’ used materials

•

Dissimilar pacing as learner needs are addressed

•

Centered around content knowledge and the individual learner
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Juel and Minden-Cupp (2000) and Connor (2011) conducted elementary-school-centered studies
on differentiation and the effective characteristics, with findings of greater word reading and
comprehension gains for students when teachers incorporated differentiation in the classroom.
Effective classroom teachers of Latinx immigrant students provide an education that
meets the students’ needs and grants them the opportunity to learn language skills while
promoting academic content (Leavit, 2013). Baecher (2011) stressed the difference between
differentiation for gifted students, students with learning disabilities, and learning styles
compared to ELLs, as the educator is catering to the ELLs’ language proficiency needs. Baecher
stated, “the connection between differentiation and sheltering is that sheltering is an overarching
array of techniques from which teachers wishing to differentiate instruction for ELLs at varying
levels of English proficiency may draw” (p. 67). The connection between Gilbert et al. (2017)
and Loera et al. (2001) on Latinx immigrant students’ early literacy linked to long-term success
upholds Baecher’s research on student language proficiency differentiation and overall Latinx
immigrant success.
Culturally Responsive Teaching
Culturally responsive instruction principles mirror those of differentiation but emphasize
the role culture plays in a student's life. Furthermore, “culturally responsive teaching is a
technique for improving the performance of underachieving ethnically and racially diverse
students” (Gay, 2013, p. 67). Along these lines, teachers create classroom activities that are
relevant to their students’ lives and responsive to their cultural learning styles. Teachers need to
“have opportunities to examine culturally responsive teaching and consider how it can be best
fostered and facilitated in their classrooms with their students” (Samuels, 2018, p. 29).
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Research supports the connection between culturally proficient teachers and favorable
student outcomes, hence the demand that “educators must be prepared and equipped with tools to
create and facilitate environments that embrace cultural responsiveness” (Samuels, 2018, p. 29).
Culturally responsive instruction, over an extended time, allows educators to narrow the
academic achievement gap with Latinx students by connecting home and community funds of
knowledge with the classroom expectations and experiences. Educators can reconfigure the
classroom environment to offer a more appropriate and enhanced learning opportunity for their
students. Teachers receiving ongoing support “emphasized their ability to create lesson plans and
teach lessons that incorporated the culture of the students” (Hammond, 2015, p. 8).
The Center for Culturally Responsive Teaching and Learning (n.d.) identified five key
outcomes from their research in this field of pedagogy:
•

Positive impact on teachers, from all teachers who get one-on-one coaching
throughout the school year.

•

Shifted mindset and cultivated skillsets for all content areas and grade levels.

•

Teachers' mindsets shift in such a way that they do not blame their students for
difficult behavior, but rather reflect on how they can change their practice to
garner engagement and learning.

•

Teachers’ skill sets develop so learning is more student-centered and engaging.

•

Students are more engaged and academically successful in classrooms where the
teacher has participated in Culturally Responsive Teaching Professional
Development.

Studies have revealed that culturally responsive teaching can strengthen students’ relationships
with school while enhancing their learning (Kalyanpur & Harry, 2012; Tatum, 2009). Zaretta
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Hammond (2015) noted that culturally responsive teaching is “one of the most powerful tools for
helping students find their way out of the gap” (p. 15). Overarching themes in research pinpoint
the lack of educators’ knowledge and understanding of culturally responsive teaching, as well as
professional learning opportunities to better equip them to create a culturally rich classroom
environment (Tanguay et al., 2018; Hoover & Soltero-Gonzalez, 2018; Lambeth & Smith, 2016;
Smith Davis, 2004).
Rural Schools
Rural communities attract Latinx immigrant families due to the agricultural and
construction demand. Vasquez (2009) reported a simultaneous economic growth and Latinx
influx boom in the rural, southeastern region of the United States, thus promoting agricultural
and food production needs. Stull et al. (1995) shared that the agricultural integrators prospered
through the Latino worker population as the vast rural agricultural economy flourished. These
factors contributed to rural districts’ increased enrollment of Latinx students as well as a new
wave of obstacles for both the Latinx families and rural districts.
Lavalley’s (2018) findings showed Latinx students are prone to high levels of poverty in
their schooling experience, where approximately 30% of rural Latinx students attend school
where the free-and-reduced-lunch rate was 75%. Although rural Latinx students outperform their
urban counterparts, the achievement gaps between Latinx and White classmates are still
prevalent (National Association of Educational Procurement, 2015).
Villalba et al. (2017) identified four themes Latinx students and families experience in
rural classrooms and school districts. First, Latino families will experience school, teacher, and
resource obstacles. Second, the school policies can potentially have a detrimental impact on the
success of their child. Third, the Latino culture has the potential to burgeon in a rural setting.
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Fourth, social factors impact the development of Latinx students living in a rural setting (Villalba
et al., 2007).
Smaller rural schools cause the teachers to wear many hats as they take on additional
roles to meet students’ needs. Maheady et al. (2016) suggested many remote communities are
often challenged by limited resources and a lack of contemporary expertise. DuBios (2017)
interviewed rural special-education teachers, concluding teachers lacked critical resources and
strategies to deliver effective instruction and assessments of English language students due to a
lack of contemporary professional development. Hoover and Soltero-Gonzolez (2018) pointed
out that observable student performance emerges when well-trained educators incorporate
culturally responsive best practices. Latinx immigrant students can make connections to prior
knowledge and experiences, develop content-specific vocabulary through the support of word
walls, use their native language to offer strategic support, use sentence stems to expand their
verbal exchanges, and interact with other students using academic language (Hoover & SolteroGonzalez, 2018).
Parental Involvement
Latinx immigrant parents and caregivers want their children to learn and value school
readiness. They aspire for their children to excel in literacy because they view proficiency in
future economic success. The barriers for immigrant parents are they simply do not know what
skills their child needs to be ready for school, and/or they do not know how to help them with
homework because of the language barrier, therefore making it hard for them to contribute to
their child’s education on top of their acculturative stress.
Latinx immigrant caregivers, such as parents, grandparents, aunts, uncles, and cousins,
strive to be actively engaged in their students’ education, but oftentimes that engagement falls

26
short due to the language barrier and cultural differences between them and the school (Bitew &
Ferguson, 2010; Gibson, 2016). The immigrant Latinx students’ and families’ lived experiences
represent their journeys for that stage in their life. Newcomers begin at a new school without the
school staff making an effort to learn about the experience the student and family encountered
during their migration journey (Delgado-Gaitan, 1988). The school’s lack of knowledge is a
missed opportunity to better assist and engage the immigrants as well as diversify the school’s
culture. Koyama and Bakuza (2017) shared that there is little documentation of the ways in
which schools work with refugee students, most of whom have had significant gaps in their
formal education, and English is not their first language (Koyama & Bakuza, 2017).
In many cases, refugee students’ parents have had even less formal education than their
children (Koyama & Bakuza, 2017, p. 313). Furthermore, the culture-based differences,
especially in parental involvement, have created stereotypes, leading to poor interactions
between the school staff and immigrant families. Based on Garcia-Reid et al.’s (2015) research,
“parents should receive culturally specific and linguistically relevant information and be
understanding of the various aspects of their children’s educational experience” (p.337).
Two concepts are detrimental to Latinx immigrant students and their progress: the deficit
model of thinking and White savior perspective. The deficit model of thinking believes students
can just work harder to reach their goals, which lacks the educators’ understanding of the
immigrants’ lived experiences and does not effectively nurture the students’ needs (Koyama &
Bakuza, 2017). The White savior perspective puts many stereotypes in the classroom and school
settings. Most schoolteachers represent a majority, not a minority race. Koyama and Bakuza
(2017) stated, “involvement of immigrant parents in their children’s schools was lessened due to
the cultural and linguistic differences perceived by both the schools and the parents” (p.316).
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Their individual lived experiences will differ quite a bit from the lived experiences of immigrant
students. Teachers meeting the majority race definition (i.e., middle-class and White), assume
their childhood and life experiences will parallel the experiences of their students and families
(Koyama & Bakuza, 2017; Cooper et al., 1999). Teachers and schools cannot make assumptions
regarding immigrant families. For example, immigrant families “were often seen by school
teachers and administrators as difficult to engage because of the linguistic and cultural
differences, and could not be helpful to the schools until they learned English” (Koyama &
Bakuza, 2017, p. 323). Latinx immigrant parents are worthy of being involved in their child’s
school system, regardless of their English proficiency level. Parents struggle to monitor their
child’s homework because of the language barrier. They also participate less in parental
engagement through their child’s school and feel uncomfortable discussing academic issues with
their child’s teachers because of the language barrier (Gilbert et al., 2017). Therefore, some
schools have created ELL resource centers for their immigrant families to promote diversity
awareness, equitable education for all students, and community workshops (Gilbert et al., 2017;
Klugman et al., 2012; Loera et al., 2001).
Social justice lacks for culturally and linguistically diverse (CLD) families as the
advocacy efforts fall short because of the language barrier. Research has identified deficiencies
of inequitable support between ESL families and nonminority families. There is a “combination
of structural, informational/bureaucratic, and cultural barriers contribute to the accessibility of
early childhood education resources” (Peterson et al., 2018, p. 5).
Best practices can be created and incorporated into schools and communities to engage
ESL families, help them navigate the school system, and empower them to develop leadership
skills to become a decision-maker for the school. By creating parent liaisons, schools provide
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outreach to immigrant families, receive assistance in translating documents and conversations,
and promote school parental programs. Parental engagement increases as the immigrant
population increases in the school and community, especially as the perception of barriers for the
families wane (Gilbert et al., 2017; Loera et al., 2001; Peterson et al., 2018).
Researchers have found that teachers and schools are missing the opportunity to provide
culturally rich experiences to all of their students by not incorporating the diversity Latinx
families can offer if they are viewing them as immigrants or refugees instead of a student and
parent. Cooper et al. (1999) noted cultural liaisons, which serve in the cultural broker capacity
between parents and school, showed efforts of improved parental engagement.
Access to parental liaisons helps immigrants assimilate into their new community and
country (Klugman et al., 2012). Immigrant Latinx children further succeed when their families
know and understand how to help them at home. For example, “Latino parents’ roles and
involvement in reading practices with their children was positively related to their children’s
reading engagement” (Loera et al., 2001, p. 146). Immigrant parents can learn how to monitor
and reinforce their child’s homework ethic, promote good behavior, and offer motivation. These
home-based interventions allow the school and parents to work together, engaging the parents in
their child’s future.
Social Support for Latinx Immigrant Families
Pumariega and Rothe (2010) emphasized the need for culturally competent whole-child
and family resources accessible to the CLD students and their families. Pumariega and Rothe
noted that “meeting their developmental, education health, and mental health needs reduces
marginalization, improves the overall social and community climate, and makes immigrants
stakeholders in the future of the nation” (p. 24). Parental resources in schools “may be impeded

29
by a lack of language mediation, immigration stress, and acculturative stress” (Smith-Davis,
2004, p. 22). Furthermore, Smith-Davis further eased this stress by suggesting having set days
and times where a translator is available at school, noting this communication promotes Latinx
families’ attendance of school meetings and training. English language proficiency is “less
related to academic involvement behaviors if the parents have greater access to Spanish-speaking
individuals at their children’s schools and more school materials that are in both Spanish and
English” (Gilbert et al., 2017, p. 1212).
Due to the socioeconomic status of immigrant families, many parents work multiple jobs
seeking financial security and/or lack reliable transportation. They are less likely to seek
resources out of fear of discrimination because of their undocumented status in America, and
resource facilities have a shortage of translators. Latinx immigrants do not have fair and just
resources available regarding public education in rural America. Educational facilities need to
transition to a Latino lens to promote social justice while advocating for the needs of immigrant
students and families. A call for Latinx immigrant parental engagement reform is clear:
Educators and policymakers need to provide Latino immigrant parents with the capacity and
strategies to make use of school resources. Most Latino parents are not aware of the full range of
literacy resources that exist in their children’s schools. Moreover, when “parents become aware
of school resources, they frequently do not know how to access those resources” (Loera et al.,
2001, p. 147).
Latinx immigrants have an abundance of obstacles to overcome as they travel from their
native countries and transition into rural Arkansas. Each one of these obstacles—dislocation,
cultural disorientation, language and language learning, culturally responsive and differentiated
instruction, and parental engagement—could easily alter their path to a successful transition and
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life in rural Arkansas. To better equip rural school districts, educators need to understand the
essence of Latinx immigrants’ lived experiences. Through a social constructivism framework, a
phenomenology study provides an opportunity to co-construct the Latinx immigrants' reality as
they describe the essence of their lived phenomenon.
Latinx Resilience
The Latinx community have proven to be resilient as their strengths are highlighted as
they meet challenges. Freire (1995) emphasized that Hispanic achievement hope is an
ontological need and important for our survival. The dropout rate for Latinx students implies a
perception of hopelessness. Alford (1979) suggested the dropout rate is a result of Latinx
students’ opinions that their teachers lack interest in them and their culture. Furthermore, Latinx
students can experience a positive difference in their lives if they have a teacher that surpasses
the language and cultural barriers, especially if the teacher has the same ethnic background as the
students (Garcia, 1994).
For schools that place a high priority on students’ languages and their cultures, the
educators are able to set high expectations for the Latinx students. Schools of this caliber
increase professional development for the staff and create counseling programs to meet the
Latinx students’ emotional needs. By redirecting the stereotypes, myths, and conceptions that
often accompany the Latinx students and community, research unveiled the effectiveness of
schools serving the Hispanic demographic; thus, higher educational expectations were prevalent
and the teachers received better professional development (Lucas et al., 1990). Nieto (2000)
suggested the implementation of two-way bilingual education programs to not only strengthen
the relationships between the majority and minority language groups, but to also amplify
linguistic resources across the nation.
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Districts often aim to create moral school policies that have “respect for a wonderful
range of human capacities. Our children have different ethic heritages, widely different
intellectual capacities, different physical strengths, and different interests. We want to respect
their legitimate differences” (Noddings, 1992, p. xiii). From a student perspective, Noddings
believed students feel encouraged to do their best when they know their teachers care about them
and exhibit caring behavior. Applying this notion to high-achieving Latinx schools, Paredes
Scribner (1999) discovered Latinx students excel when schools go beyond the classroom walls to
create valued and respected partnerships. Cummins (2001) found a key component to ESL
students’ success emerges when schools partner with parents and community outreach programs.
To strengthen this partnership, Valenzuela’s (1999) theory of caring demonstrated another key
component when schools validate students’ identities through native language, culture, and
history. Minacci (1995) reinforced this success through honoring a multicultural student as an
example of exemplary school reform, thus highlighting the Latinx path to success.
Summary
Research and literature provide knowledge relating Latinx immigrants’ education
challenges and areas of multilayered support that are beneficial to Latinx students and families.
Several experts highlighted the obstacles Latinx immigrant students and families experience,
including additional stressors that cause them to often suppress their mental health and fulfill
basic and physiological needs. Despite these obstacles, researchers shared that culturally
responsive teaching can provide successful outcomes for Latinx student and families (Parker et
al., 2016). Rural school districts encounter challenges to provide multilayer support to Latinx
families to support the families’ basic needs (Hoover et al. 2018; Maslow, 1954). Therefore, it
appears that a study investigating the lived experiences of Latinx immigrants from their native
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country to rural Arkansas is appropriate at this time. Chapter III discusses the methodology used
for this study.
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Chapter III: Research Methodology
The purpose of this study was to investigate the lived experiences of immigrant
students/families that have moved from their native countries to Arkansas. Qualitative methods
provide rich details of participants’ lived experiences, which quantitative methods would mask.
Thus, I employed a qualitative phenomenological approach to capture the essence of the
individuals’ and families’ lived experiences.
Qualitative Methodology
Phenomenological research “describes the common meaning for several individuals of
their lived experiences of a concept or a phenomenon” (Creswell, 2013, p. 76). The primary
focus of this method is to gain an understanding of the essence of the participants’ experiences
using a participant sample size range from five to 25 people. Rich, thick descriptions are made
possible through the individual’s story, or lived experience. Phenomenology “asks for the very
nature of a phenomenon, for that which makes a some-‘thing’ what it is- and without which it
could not be what it is” (Van Manen, 1990, p. 10). Phenomenology studies everyday experiences
through the participant’s viewpoint. Researchers use various means, including interviews,
observations, documents, and media, to better understand the participant’s experience. Climatic,
significant statements are pulled from the transcripts through bracketing to form meaning
statements and themes regarding all participants.
Husserl (1913) described bracketing as involving the following events for a
phenomenology study:
•

Locate within the personal experiences, or self-story, key phrases and statements
that speak directly to the phenomenon in question.

•

Interpret the meaning of these phrases as an informed reader.
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•

Obtain the subject’s interpretations of these phrases, if possible.

•

Inspect these meanings for what they reveal about the essential, recurring features
of the phenomenon being studied.

•

Offer a tentative statement, or definition, of the phenomenon in terms of the
essential recurring features identified in step 4.

Following Husserl’s (1913) bracketing steps, data are treated with equal value through
horizontalization, which allows the researcher to cluster the meaning. Hays and Woods (2011)
identified four key steps for this methodology: “1.) Researcher brackets their experiences, 2.)
Horizontalization identifies transcription statements that are non-repetitive and non-overlapping,
3.) texture description, 4.) create structural description” (p. 291). The analysis of a
phenomenological study involves “structural description that contains the ‘bones’ of the
experience for the whole group of people studied, a way of understanding how the coresearchers
as a group experience what they experience” (Moustakas, 1994, p. 142). Oftentimes, visual
models are used to depict participants’ experiences. This methodology proposes two main
challenges to researchers. Researchers need participants with direct phenomenon experience
rather than those with an opinion/perspective on the phenomenon. Researchers also struggle with
bracketing their self-experiences and differentiating how their assumptions affect the study.
Researchers use bracket assumptions to identify statements and horizontalization to create a
textural/structural description of the experiences. I used reflexivity prior to and during data
analysis. I also shared my career background, cultural experiences within the community, the
study’s purpose, and bracketed assumptions.
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Theoretical Framework
The social-constructivism paradigm believes realities are valid, both equal and relevant
(Patton, 2002). This paradigm declares the need for interaction between a researcher and
participants for a deeper meaning to occur. Researchers use lengthy interviews with participants
to achieve this level of meaning. Researchers cannot separate their individual values; therefore,
they address them proactively through brackets. The goal of constructivism is both idiographic
and emic. This paradigm best fits the topic of research because the individual’s values are
honored and idiographic of the individual’s perspective. Greene (2010) stated,
Perhaps the key point that a constructivist framework for learning posits is that meaning
does not reside in texts, but in the representations that readers and writers build as they
organize and selectively evaluate information and make connective inferences in
comprehending and composing. (p. 90)
The phenomenological methodology rests on the philosophical paradigm that does not
funnel data into a theoretical framework; rather, the researcher endeavors to concentrate on the
essence of the lived experience (Van Manen, 1990). Van Manen defined this essence as “a
linguistic construction, a description of a phenomenon” (p. 38). The term essence in the
phenomenology context strives to describe in words the authentic manner of lived experiences
beyond reflection or resolution (Stewart & Mickunas, 1990). Stewart and Mickunas identified
four philosophical perspectives fundamental to phenomenology:
1. “A return to the traditional tasks of philosophy,” referring to the “Greek
conception of philosophy as a search for wisdom” (p. 58).
2. “A philosophy without presuppositions,” referring to the researcher’s obligation
to “suspend all judgments about what is real . . . until they are founded on a more
certain basis” (p. 58).
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3. “The intentionality of consciousness,” referring to the idea that “reality of an
object . . . is inextricably related to one’s consciousness of it” (p. 59).
4. “The refusal of the subject-object dichotomy,” suggesting that “the reality of an
object is only perceived within the meaning of the experience of an individual” (p.
59).
The phenomenology methodology effect allows the owner of the experience to take
ownership of the actual experience. Without this articulation, their cries often go unheard and are
neglected. This paradigm shift promotes honor and recognition by phenomenologists. I utilized
the second philosophical perspective for this study.
Research Questions
What are the lived experiences of new Latinx immigrants during their transitions from
their home countries to rural Arkansas’ public education system?
Subquestions
•

How do Latinx immigrants experience their decisions to leave their home countries to
come to the Southeastern United States?

•

What are the lived experiences of making the journey from their home countries to rural
Arkansas?

•

How do new Latinx immigrants describe their learning experiences in their home
countries versus in rural Arkansas?

Participant Selection
I implemented purposeful, criterion-based sampling for the selection process. These
predetermined criteria aided in identifying and understanding the rich information gleaned from
the study. The target number of participants was five families comprised of children who
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represented the middle-and high-school grade range. I gathered participants’ lived experiences
and different perspectives by partitioning them into two groups: students and families.
Population and Inclusion Criteria
The population of interest was immigrant students and families who migrated from their
native countries to the state of Arkansas. Participants were required to have resided in the state
for a minimum of 2 months prior to beginning the study. By setting a 2-month minimum, the
participants could reflect on the transition process rather than discuss the process while they were
still experiencing it.
Recruitment Strategies
Key informants helped identify and recruit participants. The Angel Falls School District
ESL Coordinator and Migrant Aide helped identify recent immigrant students and families. Once
potential participants were identified, the Angel Falls School District’s translator contacted the
families to share the study’s overview and purpose, participant eligibility, time requirements, and
compensation. An interview was scheduled if the potential participants were interested.
Instruments
I conducted semi-structured interviews with the selected immigrant students and their
families. Interviews provide crucial data, which are the foundation to phenomenological
research. I used the previously listed research questions as a guide during the interviews. The
relaxed interview style allowed participants to share their migration experiences and personal
memoirs freely, and offered them the opportunity to further clarify ambiguous answers.
Interviews provided face-to-face interactions between the participant, translators, and researcher.
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Data-Collection Procedures
Informed Consent
Due to the language barrier, I used a translator to translate important documents (e.g., the
informed consent form and interview transcriptions) and interpret face-to-face translations. I
asked the questions and the translator interpreted the question for the interviewee into Spanish.
When the interviewee responded in Spanish, the translator then interpreted the response into
English for me. Prior to starting the interview, I introduced myself, provided a synopsis of the
study (which included participant privacy), and confirmed the participant gave their informed
consent to be interviewed and for the interviews to be recorded. Participants were given the
opportunity to ask for further clarification to ensure their understanding of the qualitative study.
Data Protection
I followed the appropriate steps to protect the participants’ identities and privacy. First,
each participant chose a pseudonym from a provided list of names. Next, I removed any
identifying information from all documents. The participants’ information, interview recordings,
transcripts, and all other documents related to the study were kept secure. Paper documents were
kept in a locked file cabinet behind a locked door, and digital documents and recordings were
stored on a computer with two-password protection.
Participant Safety
This study did have the potential to risk the participants’ safety due to their immigration
status. The purpose of the study was not to identify if the participants are living in the United
States. Any overarching theme of immigration status could jeopardize participant recruitment
and participation. To deter from this emphasis, I clearly shared that immigration status was not
the purpose of this study during the recruitment phone calls. The translator and I verbally

39
reiterated this information prior to the start of each interview. No questions were asked regarding
immigration status.
Contact and Interview Process
Participants shared their interest in participating in the study over the phone with the
translator. The point of contact was then established with the participants. I arranged the
participant interviews with help from the school’s trained translators. The translator
qualifications were as follows: Translator #1 completed the Language Institute in San Jose, Costa
Rica while serving as a missionary for 15 years. Translator #2 was born and raised in Mexico,
and Translator #3 was born and raised in Texas. I interviewed each individual family on two
separate occasions. The interview format can be found in Appendix A. The interviews focused
on each participant's life history and details of their transition to the United States, and reflected
on their experience. The interviews took place in a neutral location, with location preference
given to the participants to choose (i.e., their home or classroom at the school). Each family
participated in an initial and a follow-up interview (see Appendix B) and both were conducted
similar to a focus group. I digitally recorded each interview using a portable voice recorder.
I recorded the follow-up interviews using a portable voice recorder. The duration of the
individual interviews ranged from 45 to 90 minutes (length varied due to translating). The
follow-up interview duration ranged from 30 to 60 minutes. The interviews were interpreted in
participants’ native languages then translated to English. After the interviews were complete, I
interviewed the translators individually to allow them to share their experience relating to the
research project. Research findings and a summary were scribed in English and translated to
each participant’s native language, then shared with each participant. I utilized member checking
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by sharing a summary of the findings with the participants in their native language to improve
the four elements of trustworthiness (accuracy, credibility, validity, and transferability).
Data Analysis
The research questions and answers were interpreted during the interviews due to each
participant’s native language. The three translators verified the interview questions and answers,
as well as the transcriptions (Spanish to English to Spanish), to ensure they were interpreted
correctly. The data were organized utilizing Maxqda202 software. I used marginal notes while
reading through the transcriptions. The individual personal experiences and essence of the
phenomenon were described through epoche. The data were classified through the development
of significant statements and meaning units and were also interpreted by developing textural and
structural descriptions. The descriptions were used to develop the essence that was presented
through narration and supported visually through figures, pictures shared from the participants,
and an infographic.
Trustworthiness
Credibility
Trustworthiness is an important component of a qualitative study. From a quantitative
perspective, researchers should provide discourse to any internal and/or external validity. To
ensure trustworthiness, researchers should clearly outline the steps taken to acknowledge each
validity threat, including internal, external, and measurement. I used source invalidity
frameworks to help decipher any threats. Researchers should clearly document a qualitative
perspective of validity to detail validity concerns. Researchers should also give a clear
description of the procedures used to ensure trustworthiness.
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Internal validity was ensured through rigorous methods. Procedural rigor demonstrates
the researcher’s integrity. Researchers have an ethical standard to include manuscript statements
regarding their prior experiences and assumptions regarding the topic under examination.
Researchers should go a step further to detail how these prior experiences, or rather biases, may
influence the data analysis. Although time-consuming, procedural rigor proves to be a
respectable practice for researchers as they strive for trustworthiness in their work. As Creswell
(2013) stated, “qualitative researchers triangulate information and provide validity when they
located evidence to document a code or theme in a different source of data” (p. 251). I used
interviews and observations as the data source in this study. To enhance triangulation, I
interviewed the participants on two separate occasions. After the interviews were complete, I
interviewed the translators individually to allow them to share their experience relating to the
research project. These data were used to support the question responses, data themes and codes,
and subcodes identified through the analysis process. I utilized member checking to improve the
accuracy and credibility of the data, thus promoting research validity and transferability.
Participants reviewed the transcript and quotes in their native language to verify the correct
interpretation of their lived experience.
Dependability
Researcher dependability is a crucial component to a qualitative study. Dependability
allows the research findings to be consistent and duplicated if the study was repeated. An
external audit was conducted to examine and assess the research process, checking for accuracy.
The auditor had no connection to the study or participants. Creswell (2013) stated, “in assessing
the product, the auditor examines whether or not the findings, interpretations, and conclusions
are supported by the data” (p. 252).
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Interview Process
The interviews focused on each participant's life history and details of their transition to
the United States, and reflected on their experience. The interviews took place in a neutral
location, with location preference given to the participants to choose (i.e., their home or
classroom at the school). Each family participated in an initial and a follow-up interview (see
Appendix B) and both were conducted similar to a focus group. I digitally recorded each
interview using a portable voice recorder.
I recorded the follow-up interviews using a portable voice recorder. The duration of the
individual interviews ranged from 45 to 90 minutes (length varied due to translating). The
follow-up interview duration ranged from 30 to 60 minutes. The interviews were interpreted in
participants’ native languages then translated to English. Research findings and a summary were
scribed in English and translated to each participant’s native language, then shared with each
participant. I used member checking by sharing a summary of the findings with the participants
in their native languages to improve the four elements of trustworthiness (accuracy, credibility,
validity, and transferability). I interviewed each translator to identify any similarities between the
immigrant families and translators’ experiences.
Interview Interpretations
The research questions and answers were interpreted during the interviews due to each
participant’s native language. The three translators verified the questions and answers, as well as
the transcriptions (Spanish to English to Spanish), to ensure they were translated correctly. I
organized the data utilizing files. I used marginal notes while reading through the transcriptions.
The individual personal experiences and essence of the phenomenon were described through
epoche. The data were classified through the development of significant statements and meaning
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units and were also interpreted by developing textural and structural descriptions. The
descriptions were used to develop the essence that was presented through narration and
supported visually through figures, pictures shared from the participants, and an infographic.
Credibility
Rigorous methods ensured the study’s internal validity. Procedural rigor demonstrates the
researcher’s integrity. As Creswell (2013) stated, “qualitative researchers triangulate information
and provide validity when they located evidence to document a code or theme in a different
source of data” ( p. 251). I used interviews and observations as the data source in this study. To
enhance triangulation, I interviewed the participants on two separate occasions. After the
interviews were complete, I interviewed the translators individually to allow them to share their
experience relating to the research project. These data points were used to support the question
responses, data themes and codes, and subcodes identified through the analysis process. I utilized
member checking to improve the accuracy and credibility of the data, thus promoting research
validity and transferability. Participants reviewed the transcript and quotes in their native
language to verify the correct interpretation of their lived experience.
Dependability
An external audit was conducted to examine and assess the research process, checking for
accuracy. The auditor had no connection to the study or participants. Creswell (2013) stated, “in
assessing the product, the auditor examines whether or not the findings, interpretations, and
conclusions are supported by the data” ( p. 252).
Data-Analysis Steps
Once transcription was completed, I coded the emerging concepts from that data using a
single-case model approach. I repeated this process for each participant’s transcript, including
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the transcript from the translated interviews. Next, I reviewed the codes to establish subthemes
and thematic clusters, then took the following approach to the thematic analysis:
1. Single-case model of each family’s transcription
2. Two-case model of each family, comparing them to the other four families
3. Overview comparison of each translator’s experience
4. Single-case model of each translator
5. Two-case model of each translator, comparing them to the five families
6. Cluster analysis using squared Euclidean distance of families, translators, and the
overall group of the three combined thematic clusters and individual thematic
cluster set
7. Document portrait of each family
8. Subtheme development
9. Structural descriptions’ essence of experience
I analyzed participants’ interview transcriptions using a single-case model approach.
Next, I cross-analyzed the transcriptions using a two-case model approach, comparing family to
family and then each family to the translators two pairs at a time. After noting the themes, I then
clustered the codes by themes. Each cluster represented the participants’ lived experiences. I
created a graphic organizer to allow for a visualization of the theme, then placed the clusters
under its corresponding category. I assigned each cluster to a theme for each of the
transcriptions. Once this was complete, I was able to identify connections between the themes.
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Confirmability and Creditability
To assure the study’s quality, I documented the procedures by checking/rechecking the
data. As mentioned earlier, the research conceded bias. This includes examining the purpose,
research question, interview questions, data collection, and analysis.
Transferability
Research transparency was promoted. First, the raw data were recorded and transcribed;
secondly, the data were then reduced and analyzed. Next, the data were reconstructed through
thematic interpretations; the process notes included the research design and information
regarding trustworthiness.
To establish transferability, I provided evidence of the research findings that could be
applied to other studies with similar contexts. Because I used researcher transparency, other
researchers could replicate this study to transfer possible judgments of the research quest.
I used participants’ quotes to provide a rich, thick description of their lived experiences,
shared in detail in below. Each family has an individual description. The data analysis correlated
to the individuals and their families. Each identified theme is expanded more thoroughly with
supporting quotes from the participants.
The method of research for the current study employed a qualitative phenomenological
approach to capture the lived experiences of Latinx immigrants. Phenomenological research
“describes the common meaning for several individuals of their lived experiences of a concept or
a phenomenon” (Creswell, 2013, p. 76). The primary focus of this method was to gain an
understanding of the essence of participants’ experiences. Rich, thick descriptions are made
possible through an individual’s story.
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There are delimitations regarding the nature of this project. First, the political climate has
created a hostile environment for undocumented residents from Latinx countries of origin (Pew
Research Center, 2020). Although citizenship documentation was not an area of concern or
question for this study, it very well could have been as it is an area of concern for undocumented
Latinx residents, thus limiting potential participants’ willingness to participate in the study.
Furthermore, this issue could have impacted participants’ responses to the open-ended research
questions. Second, the collected data specifically focused on Latinx immigrants who reside in
rural Arkansas, specifically Angel Falls, Arkansas, due to the unique factors of the local poultry
plant within the community compared to other geographic areas where more employment
opportunities are available. The selection of participants represents a very narrow sampling
group for this qualitative inquiry. By utilizing purposeful criterion-based sampling, each
participant met the predetermined criterion of importance, which promotes quality assurance
efforts of the study (Patton, 2002). More importantly, this sampling strategy allowed for rich,
thick descriptions, made possible through participants’ stories, or their lived experiences, that
revealed overall weaknesses in immigrant support programs within the Angel Falls community
and Angel Falls School District, thus creating opportunity for program improvements.
Disposition
The overall disposition and behavior of each family, during the interviews, were similar
as they answered the interview questions. The interviews were broken down into four sections:
the participant’s life history and details of their transition to the United States for the first
interview; the follow-up interview, which included a member check; reviewing the participant’s
response from the first interview and reflecting on their experience; and a member check of the
follow-up interview. During the life-history questioning, the participants maintained eye contact
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while sharing their answers nervously as they guarded their responses. As the interview moved
to the next section, details of their transition to the United States, their tones became more
serious, echoing their anger and sadness as they quietly answered the questions. Their body
languages quickly shifted as they lowered their heads, breaking eye contact with the translators
and myself. The father of the Sanchez family answered this set of questions for their family. His
son kept his head down while his wife’s eyes filled with tears. As we entered the next section of
the interview, reflecting on their experience, the participants’ body languages transitioned as they
lifted their heads up to answer the questions. Their overall personalities started shining through
their answers. Their tones changed to express joy and excitement, demonstrating the family’s
resilience, while they smiled as they answered the questions. The families returned a week later
for their follow-up interview. The nervousness they exhibited the week before was absent. The
Sanchez family shared more details of their transition to the United States; however, this time,
their tones expressed more sadness rather than seriousness or anger. Collectively, the body
language of all five families was more relaxed during the follow-up interviews. The translators
reviewed the previous answers with the participants, which allowed the families to share more
details as they felt comfortable. As the interviews finished, the families’ dispositions resonated a
peaceful tone, which reinforced that their story had been validated.
The families’ dispositions echo throughout the data analysis as they shared aspects of
their journey to the United States, which are detailed further in the case models below.
Family Single-Case Model
Five families participated in the interview process. Participants’ native countries included
Puerto Rico, Honduras, Guatemala, and El Salvador. I assigned each family a pseudo name and
number for the data-collection process.
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The Sanchez Family Single-Case Model
The Sanchez family (Family #1) is from Puerto Rico. The mother and father are both 34
years old. They met after moving to the United States. The father traveled to the United States
with his brother. The mother traveled to the United States with her 16-year-old son. Both parents
have five children between them; of the five, only the 16-year-old son lives with them in the
United States, and the remaining four children live in Puerto Rico with family. Extended family
currently living in Puerto Rico includes the father and sister. They described themselves as
personable, humble, responsible, and nice. They enjoy fishing together because it reminds them
of Puerto Rico.
The single-case model analysis of the Sanchez family (see Figure 1) identified the
statements relating to the corresponding theme codes as well as the theme clusters. This family
had a strong thematic relationship with the migration experience theme-cluster themes of
journey, citizenship, and new school, as well as the emotional experience theme-cluster themes
of journey and reflection. The strongest thematic association was from their journey, which
overlapped the migration and emotional experience.
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Figure 1: The Sanchez family single-case model
The Sanchez family’s migration and emotional experience heavily impacted their
transition to the United States. Figure 1 emphasizes the weight of their journey (including both
from the migration and emotional experience theme), new school, and citizenship subthemes as
the significance is accentuated by the line weight. The narration of their journey revealed the
immediate separation of the family after arriving to the United States, which amplified their
overall cultural shock and disorientation. Tribulations were a result of their trials as the Sanchez
family shared they are thriving and enjoy incorporating the Puerto Rican cultural into their new
life in Arkansas.
The Vasquez Family Single-Case Model
The Vasquez family (Family #2) is from Puerto Rico. The mother declined to share her
age. The mother traveled with her son, mother, and younger brother. The son is 14 years old. The
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mother has 10 siblings, nine of whom reside in Puerto Rico. Extended family currently living in
Puerto Rico includes uncles, grandfather, and cousins. They enjoy video games and learning new
things from YouTube.
The single-case model analysis of the Vasquez family (see Figure 2) identified the
statements relating to the corresponding theme codes as well as the theme clusters. This family
had a strong thematic relationship with the migration experience theme-cluster themes of
journey, new school, difference in education, as well as the emotional experience theme-cluster
theme of journey. The strongest thematic association was from their journey, which overlapped
the migration and emotional experience.
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Figure 2: The Vasquez family single-case model
The Vasquez family’s migration journey was an overall positive experience. Figure 2
emphasizes the weight of the journey (including both subthemes from the migration and
emotional experience theme), new school, and difference in education subthemes as reflected in
the line weight. The family expressed that even though their immediate concern was about their
future in the United States, they felt a sense of tranquility as they adjusted. Further, the Vasquez
family felt very emotional once their son started school in Arkansas because he had not attended
school in Puerto Rico for several months.
The Bonilla Family Single-Case Model
The Bonilla family (Family #3) is from Honduras. Ms. Bonilla is 32 years old. The son is
17 years old. Both of them traveled together to the United States. The mother has six children,
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four of whom currently live in Mexico with her mother. The remaining two children, her 17year-old son and 1-year old daughter, live in the United States. Extended family currently living
in Honduras includes uncles, nephews, parents, and cousins. The family enjoys listening to
music and spending time together as a family. The mother shared that she enjoys having her
children with her.
The single-case model analysis of the Bonilla family (see Figure 3) identified the
statements relating to the corresponding theme codes as well as the theme clusters. This family
had a strong thematic relationship with the migration experience theme-cluster themes of journey
and new school, as well as the emotional experience theme-cluster themes of journey and
reflection. The strongest thematic association was from their journey, which overlapped the
migration and emotional experience.
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Figure 3: The Bonilla family single-case model
The Bonilla family’s migration experience proved to be extremely challenging, both
physically and emotionally. Figure 3 emphasizes the weight of the journey (including both
subthemes from the migration and emotional experience theme), new school, and reflection
subthemes as shown in the line weight. Ms. Bonilla shared that they walked for a month and half,
from Honduras to Mexico. Originally, they carried belongs from their home, but the physical
demands of their journey resulted in them choosing to carry food and water instead, thus leaving
their belongs along the way. Ms. Bonilla’s faith in God and emotion echoed throughout the
subthemes.
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The Garcia Family Single-Case Model
The Garcia family (Family #4) is from Guatemala. The mother is 39 years old. She
traveled by herself to the United States. Her and her husband have five children together, two of
whom still live in Guatemala. Her husband and children did not participate in the interviews. All
her extended family resides in Guatemala. The mother shared that the family enjoys spending
time together because that is the most important thing to both her and all her family.
The single-case model analysis of the Garcia family (see Figure 4) identified the
statements relating to the corresponding theme codes as well as the theme clusters. This family
had a strong thematic relationship with the migration experience theme-cluster themes of
journey, influencing factors, and family, as well as the educational experience cluster theme of
difference in education, followed by the emotional experience theme-cluster theme of journey.
The strongest thematic association was from their journey, which overlapped the educational and
migration experience.
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Figure 4: The Garcia family single-case model
The Garcia family’s education experience provided a stark difference between the
education they received in their native country compared to Arkansas. Figure 4 emphasizes the
weight of the difference in education, emotional ties to family and influential factors on leaving
Guatemala, and journey subthemes. The Garcia’s desire to provide for their children and family
back home proved to outweigh the struggles and violence they encountered during their journey
to the United States. Being able to provide for their children had multiple layers, as their
statements connected providing meant keeping their children safe from violence and
impoverishment conditions, as well as a better education.
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The Hernandez Family Single-Case Model
The Hernandez family (Family #5) is from El Salvador. The male student is 17 years old.
He traveled to the United States with his older brother and two cousins. His other two brothers
and both parents live in El Salvador. His brother met his wife after arriving in the United States.
The wife, also from El Salvador, traveled alone. Her parents, five siblings live in El Salvador.
The student lives with his older brother and his wife, whom he refers to as his mother. The
student has six brothers and a half-brother. The mother takes care of the home and children. The
student enjoys playing sports, especially soccer. The family describes themselves as hard
workers and enjoys working. Both shared they are shy around new people until they feel more
comfortable around them, after that, they are fun to be around. The student shared that he was
not shy until after moving to the United States.
The single-case model analysis of the Hernandez family (see Figure 5) identified the
statements relating to the corresponding theme codes as well as the theme clusters. This family
had a strong thematic relationship with the emotional experience theme-cluster themes of
journey and new school, as well as the educational experience theme-cluster themes of new
school and difference in education, followed by the migration experience theme of family. The
strongest thematic association was from their journey, which overlapped the migration and
emotional experience.
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Figure 5: The Hernandez family single-case model
The Hernandez family migration and educational experience was anchored by the
importance of family, both being able to provide for the family that stayed in El Salvador and
keeping the youth safe from gang violence. Figure 5 emphasizes the subthemes’ weight of the
migration experience from their journey, new school (both from the migration and educational
theme), and emotional ties to family. The Hernandez family’s emotional associated with leaving
family members in poor health and not knowing if they would see them ever again, yet knowing
their migration and future to provide for their family would be the sacrifice they exchanged for
this.
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Family Two-Case Model
I compared each family to each other to identify thematic clusters and subtheme
similarities. The thematic clusters and family quotes are noted in tables below. The two-case
model map of the family comparisons are Appendix C-L.
The Sanchez and Vasquez families’ transcriptions were compared (see Table 1). See
Appendix C for the two-case model map. Thematic clusters of both migration and emotional
experience were similar in that of the journey and new school subthemes.
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Table 1
Two-Case Model: The Sanchez and Vasquez Families
Theme Cluster

The Sanchez Family Statements

The Vasquez Family Statements

Educational
Experience

“School is better here”
“School now is good”
“We’ve never had an
experience like this in
Puerto Rico”

“Learn many new things”
“It was a little difficult because of
the language barrier “

Migration
Experience

“Working to make ends meet,
sometimes I don’t want to
work but knows I have to”
“The family union was good”
“Remember the parties and
food”
“The traditions of Puerto Rico”

“It was very hard at first because
we had to leave everything
behind, our home, belongings,
car…”
“Known to be happy, friendly
people, hard working”
“Remembers people from Puerto
Rico are kind”

Emotional
Experience

“Very bad experiences…they
separated us like animals”
“It was very difficult”
“After arriving, things were
horrible”
“I felt very disoriented and
didn’t know what to do”
“Felt sad leaving their family
and some fear about the
unknown”
“I was scared because I didn’t
know anything”

“Felt very nervous and worried”
“Felt more secure here”
“Now school is better”
“It was emotional, returning to
school because he hadn’t been
in a long time and was
nervous”

I compared the Sanchez and Bonilla families’ transcriptions (see Table 2). See Appendix
D for the two-case model map. Thematic clusters of both migration and emotional experience
were similar in that of the journey and new school subthemes. The families also had a strong
connection with their journey from the migration theme cluster, but the family subtheme, from
the emotional experience theme cluster, was the weakest connection between the two families.
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Table 2
Two-Case Model: The Sanchez and Bonilla Families
Theme Cluster

The Sanchez Family Statements

Bonilla Statements

Educational
Experience

“School is better here”
“School now is good”
“The school has helped my son a
lot to go forward and each
day we are overcoming.”

“Everywhere you go you
have to walk”
“Lost of where the buses
are”
“There are people here
from Honduras”

Migration
Experience

“She is adapting bur has been
very difficult for her”
“My life is learning new things,
progress”
“We traveled separately”

“Month and half of
walking”
“Better life here with more
opportunities”
“We traveled together, just
the two of us”

Emotional
Experience

“Very bad experiences…they
separated us like animals”
“It was very difficult”
“After arriving, things were
horrible”
“I felt very disoriented and didn’t
know what to do”
“Felt sad leaving their family and
some fear about the
unknown”
“I was scared because I didn’t
know anything”
“School now is good”
“School here is better”

“Very emotional”
“Felt sad because he was
leaving his country”
“Leaving family behind”
“Would pray to God that
she would make it to
this country”
“Felt safe”
“Happy to be at school”
“Sad to be there also
because he didn’t know
anybody here”
“Very happy that my son is
getting an education”
“Through all the travel, has
made me realize how
fortunate I am”

I compared the Sanchez and Garcia families’ transcriptions (see Table 3). See Appendix
E for the two-case model map. Thematic clusters of both migration and emotional experience
were similar in that of the journey and new school themes. Both families also had a strong
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connection with their journey from the migration theme cluster, but subthemes citizenship and
advice from the journey experience theme cluster were the weakest connections.
Table 3
Two-Case Model: The Sanchez and Garcia Families
Theme Cluster

The Sanchez Family Statements

The Garcia Family Statements

Educational
Experience

“Puerto Rico school is
disorganized. School is
better here”
“School now is good”
“The school has helped my son
a lot to go forward and
each day we are
overcoming.”

“School in Guatemala was only
metal with a few sticks
holding up.”
“I don’t know how to read and
write.”
“Children in Guatemala do not
have shoes.”
“There’s a big difference in the
education I received
compared (in Guatemala) to
my children (in the United
States).”

Migration
Experience

“Now, my life is learning new
things, progress.”
“We wanted to leave (to go
home) but in spite of that,
we are still and continue
fighting here.”
“I am adapting but has been
very difficult.”

“The travel to the United States
had a lot of violence and
poverty.”
“It has impacted me greatly
because the suffering was
worth it because there are so
many possibilities here and I
can do so much more here.”
“I had a sense of all the wonders
that you can do.”
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Table 3 (Cont.)
Theme Cluster

The Sanchez Family Statements

Emotional
Experience

“Very bad experiences…they
separated us like animals”
“It was very difficult”
“After arriving, things were
horrible”
“I felt very disoriented and
didn’t know what to do”
“Felt sad leaving their family
and some fear about the
unknown”
“I was scared because I didn’t
know anything”
“School now is good”
“School here is better”

The Garcia Family Statements
“It was very hard to leave my
daughters behind.”
“I know when the times comes I
will not be able to see my dad
again because he is no longer
alive.”
“To remember somethings about
my life is not always good
because I remember when I
was young and how difficult it
was growing up in
Guatemala.”
“I am very thankful to be here
because I had an opportunity
to support my daughters and
family.”

I compared the Sanchez and Hernandez families’ transcriptions (see Table 4). See
Appendix F for the two-case model map. Thematic clusters of both migration and emotional
experience were similar in that of the journey and new school subthemes. Both families also had
a strong connection with their native country citizenship from the migration theme cluster, but
advice and difference in education subthemes from the journey experience cluster were the
weakest connections.
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Table 4
Two-Case Model: The Sanchez and Hernandez Families
Theme Cluster

The Sanchez Family Statements

The Hernandez Family Statements

Educational
Experience

“School is better here”
“School now is good”
“The school has helped my
son a lot to go forward
and each day we are
overcoming.”

“The school, it was very poor and
the education was very poor.”
“An advantage to going to school
(in El Salvador) is that everyone
speaks Spanish.”
“The classes were very difficult.”
“Other students did not want to help
me during those times.”

Migration
Experience

“The reasons we came were
economical.”
“Now, my life is learning new
things, progress.”
“We wanted to leave (to go
home) but in spite of that,
we are still and continue
fighting here.”
“I am adapting but has been
very difficult.”

“My parents told me I would have a
better future and did not want
me to get involved in drugs or
drug dealers.”
“It was very difficult.”
“If you are not dying of hunger
don’t move because if you have
to struggle like that, it is not
worth it.”

Emotional
Experience

“Very bad experiences…they
separated us like animals”
“It was very difficult”
“After arriving, things were
horrible”
“I felt very disoriented and
didn’t know what to do”
“Felt sad leaving their family
and some fear about the
unknown”
“I was scared because I didn’t
know anything”
“School now is good”
“School here is better”

“It was very scary because we did
not know what was awaiting us.
We would go with people that
would give us rides from buses
or semi.”
“I was sad because I knew I would
not see my parents again.”
“The first day of school was very
uncomfortable. I felt like
everyone was looking at me
differently and felt alone.”
“At first I was happy and felt very
anxious and very alone when I
first got here to the U.S.”

I compared the Vasquez and Bonilla families’ transcriptions (see Table 5). See Appendix
G for the two-case model map. Thematic clusters of both migration and emotional experience
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were similar in that of the journey and new school themes. Both families also had a strong
connection with their native country difference in education from the educational experience
theme cluster, but the difference in education and influence factors subthemes from the journey
experience cluster were the weakest connections.
Table 5
Two-Case Model: The Vasquez and Bonilla Families
Theme Cluster

The Vasquez family Statements

The Bonilla Family Statements

Educational
Experience

“Learn many new things”
“It was a little difficult because of the
language barrier “
“A lot of homework”
“It was awhile that he did not go to
school in Puerto Rico”

“Everywhere you go you
have to walk”
“Loss of where the buses
are”
“There are people here from
Honduras “

Migration
Experience

“It was very hard at first because we
had to leave everything behind,
our home, belongings, car…”
“Known to be happy, friendly people,
hard working”
“Remembers people from Puerto
Rico are kind”

“Month and half of walking”
“Better life here with more
opportunities”
“We traveled together, just
the two of us”
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Table 5 (Cont.)
Theme Cluster
Emotional
Experience

The Vasquez family Statements
“Felt very nervous and worried”
“Felt more secure here”
“Now school is better”
“It was emotional, returning to school
because he hadn’t been in a long
time and was nervous”

The Bonilla Family Statements
“Very emotional”
“Felt sad because he was
leaving his country”
“Leaving family behind”
“Would pray to God that she
would make it to this
country”
“Felt safe”
“Happy to be at school”
“Sad to be there also because
he didn’t know anybody
here”
“Very happy that my son is
getting an education”
“Through all the travel, has
made me realize how
fortunate I am”

I compared the Vasquez and Garcia families’ transcriptions (see Table 6). See Appendix
H for the two-case model map. Thematic clusters of both migration and emotional experience
were similar in that of the journey and new school subthemes. Both families also had a strong
connection with the subtheme differences of education from the educational experience theme
cluster, but the subthemes citizenship and difference in education from the journey experience
theme cluster were the weakest connections.
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Table 6
Two-Case Model: The Vasquez and Garcia Families
Theme Cluster

The Vasquez family Statements

The Garcia Family Statements

Educational
Experience

“Learn many new things”
“It was a little difficult because of the
language barrier”
“A lot of homework”
“It was awhile that he did not go to
school in Puerto Rico”

“School in Guatemala was
only metal with a few
sticks holding up.”
“I don’t know how to read
and write.”
“Children in Guatemala do
not have shoes.”
“There’s a big difference in
the education I received
compared (in Guatemala)
to my children (in the
United States).”

Migration
Experience

“It was very hard at first because we
had to leave everything behind,
our home, belongings, car…”
“Known to be happy, friendly people,
hard working”
“Remembers people from Puerto
Rico are kind”

“The travel to the United
States had a lot of
violence and poverty.”
“It has impacted me greatly
because the suffering was
worth it because there are
so many possibilities here
and I can do so much
more here.”
“I had a sense of all the
wonders that you can
do.”
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Table 6 (Cont.)
Theme Cluster
Emotional
Experience

The Vasquez family Statements
“Felt very nervous and worried”
“Felt more secure here”
“Now school is better”
“It was emotional, returning to school
because he hadn’t been in a long
time and was nervous”

The Garcia Family Statements
“It was very hard to leave my
daughters behind.”
“I know when the times
comes I will not be able to
see my dad again because he
is no longer alive.”
“To remember somethings
about my life is not always
good because I remember
when I was young and how
difficult it was growing up in
Guatemala.”
“I am very thankful to be
here because I had an
opportunity to support my
daughters and family.”

I compared the Vasquez and Hernandez families’ transcriptions (see Table 7). See
Appendix I for the two-case model map. Thematic clusters of both migration and educational
experience were similar in that of the journey and new school subthemes. Both families also had
a strong connection with the subtheme difference in education from the educational experience
theme cluster, but subtheme advice from the journey experience theme cluster and subtheme
influence factors from the emotional experience theme cluster were the weakest connections.
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Table 7
Two-Case Model: The Vasquez and Hernandez Families
Theme Cluster

The Vasquez Family Statements

The Hernandez Family Statements

Educational
Experience

“Learn many new things”
“It was a little difficult
because of the language
barrier”
“A lot of homework”
“It was awhile that he did not
go to school in Puerto
Rico”

“The school, it was very poor and
the education was very poor.”
“An advantage to going to school (in
El Salvador) is that everyone
speaks Spanish.”
“The classes were very difficult.”
“Other students did not want to help
me during those times.”

Migration
Experience

“It was very hard at first
because we had to leave
everything behind, our
home, belongings, car…”
“Known to be happy, friendly
people, hard working”
“Remembers people from
Puerto Rico are kind”

“My parents told me I would have a
better future and did not want me
to get involved in drugs or drug
dealers.”
“It was very difficult.”
“If you are not dying of hunger don’t
move because if you have to
struggle like that, it is not worth
it.”

Emotional
Experience

“Felt very nervous and
worried”
“Felt more secure here”
“Now school is better”
“It was emotional, returning to
school because he hadn’t
been in a long time and was
nervous”

“It was very scary because we did
not know what was awaiting us.
We would go with people that
would give us rides from buses
or semi.”
“I was sad because I knew I would
not see my parents again.”
“The first day of school was very
uncomfortable. I felt like
everyone was looking at me
differently and felt alone.”
“At first I was happy and felt very
anxious and very alone when I
first got here to the U.S.”

I compared the Bonilla and Garcia families’ transcriptions (see Table 8). See Appendix J
for the two-case model map. Thematic clusters of both emotional experience and journey were
similar in that of the subtheme journey, and family. Both families also had a strong connection
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with the subtheme difference in education from the educational experience theme cluster, but
citizenship and influence factors from the journey experience theme cluster were the weakest
connections.
Table 8
Two-Case Model: The Bonilla and Garcia Families
Theme Cluster

The Bonilla family Statements

The Garcia Family Statements

Educational
Experience

“Everywhere you go you have to
walk”
“Loss of where the buses are”
“There are people here from
Honduras”

“School in Guatemala was
only metal with a few
sticks holding up.”
“I don’t know how to read
and write.”
“Children in Guatemala do
not have shoes.”
“There’s a big difference in
the education I received
compared (in Guatemala)
to my children (in the
United States).”

Migration
Experience

“Month and half of walking”
“Better life here with more
opportunities”
“We traveled together, just the two
of us”

“The travel to the United
States had a lot of
violence and poverty.”
“It has impacted me greatly
because the suffering was
worth it because there are
so many possibilities here
and I can do so much
more here.”
“I had a sense of all the
wonders that you can
do.”
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Table 8 (Cont.)
Theme Cluster
Emotional
Experience

The Bonilla family Statements
“Very emotional”
“Felt sad because he was leaving his
country”
“Leaving family behind”
“Would pray to God that she would
make it to this country”
“Felt safe”
“Happy to be at school”
“Sad to be there also because he
didn’t know anybody here”
“Very happy that my son is getting
an education”
“Through all the travel, has made me
realize how fortunate I am”

The Garcia Family Statements
“It was very hard to leave my
daughters behind.”
“I know when the times
comes I will not be able
to see my dad again
because he is no longer
alive.”
“To remember somethings
about my life is not
always good because I
remember when I was
young and how difficult
it was growing up in
Guatemala.”
“I am very thankful to be
here because I had an
opportunity to support
my daughters and
family.”

I compared the Bonilla and Hernandez families’ transcriptions (see Table 9). See
Appendix K for the two-case model map. Thematic clusters of both migration and emotional
experience were similar in that of the subthemes new school and journey. The weakest
connection was from the journey experience theme cluster, subthemes influence factors and
difference in education.
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Table 9
Two-Case Model: The Bonilla and Hernandez Families
Theme Cluster

The Bonilla family Statements

The Hernandez Family Statements

Educational
Experience

“Everywhere you go you have
to walk”
“Loss of where the buses are”
“There are people here from
Honduras”

“The school, it was very poor and
the education was very poor.”
“An advantage to going to school
(in El Salvador) is that
everyone speaks Spanish.”
“The classes were very difficult.
“Other students did not want to
help me during those times.”

Migration
Experience

“Month and half of walking”
“Better life here with more
opportunities”
“We traveled together, just the
two of us”

“My parents told me I would have
a better future and did not want
me to get involved in drugs or
drug dealers.”
“It was very difficult.”
“If you are not dying of hunger
don’t move because if you
have to struggle like that, it is
not worth it.”

Emotional
Experience

“Very emotional”
“Felt sad because he was
leaving his country”
“Leaving family behind”
“Would pray to God that she
would make it to this
country”
“Felt safe
“Happy to be at school”
“Sad to be there also because he
didn’t know anybody here”
“Very happy that my son is
getting an education”
“Through all the travel, has
made me realize how
fortunate I am”

“It was very scary because we did
not know what was awaiting
us. We would go with people
that would give us rides from
buses or semi.”
“I was sad because I knew I would
not see my parents again.”
“The first day of school was very
uncomfortable. I felt like
everyone was looking at me
differently and felt alone.”
“At first I was happy and felt very
anxious and very alone when I
first got here to the U.S.”
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I compared the Garcia and Hernandez families’ transcriptions (see Table 10). See
Appendix L for the two-case model map. Thematic clusters of both migration and educational
experience were similar in that of the subthemes journey, difference in education, and new
school. Both families also had a strong connection with the family subtheme from the emotional
theme cluster, but advice and citizenship from the emotional and journey theme cluster were the
weakest connections.
Table 10
Two-Case Model: The Garcia and Hernandez Families
Theme Cluster

The Garcia Family Statements

The Hernandez Family Statements

Educational
Experience

“School in Guatemala was only
metal with a few sticks
holding up.”
“I don’t know how to read and
write.”
“Children in Guatemala do not
have shoes.”
“There’s a big difference in the
education I received
compared (in Guatemala) to
my children (in the United
States).”

“The school, it was very poor and
the education was very poor.”
“An advantage to going to school
(in El Salvador) is that
everyone speaks Spanish.”
“The classes were very difficult.
Other students did not want to help
me during those times.”

Migration
Experience

“The travel to the United States
had a lot of violence and
poverty.”
“It has impacted me greatly
because the suffering was
worth it because there are so
many possibilities here and I
can do so much more here.”
“I had a sense of all the wonders
that you can do.”

“My parents told me I would have
a better future and did not want
me to get involved in drugs or
drug dealers.”
“It was very difficult.”
“If you are not dying of hunger
don’t move because if you
have to struggle like that, it is
not worth it.”
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Table 10 (Cont.)
Theme Cluster

The Garcia Family Statements

Emotional
Experience

“It was very hard to leave my
daughters behind.”
“I know when the times comes I
will not be able to see my
dad again because he is no
longer alive.”
“To remember somethings
about my life is not always
good because I remember
when I was young and how
difficult it was growing up
in Guatemala.”
“I am very thankful to be here
because I had an
opportunity to support my
daughters and family.”

The Hernandez Family Statements
“It was very scary because we did
not know what was awaiting
us. We would go with people
that would give us rides from
buses or semi.”
“I was sad because I knew I would
not see my parents again.”
“The first day of school was very
uncomfortable. I felt like
everyone was looking at me
differently and felt alone.”
“At first, I was happy and felt very
anxious and very alone when I
first got here to the U.S.”

Translator Experience
An interesting finding after the interviews were complete was how the translators related
to the families that participated in the study. I interviewed the translators to capture this
experience. Translator #1 was born in the United States and traveled as a missionary. She shared
that when she left for Bolivia in 1982, it was her
first time leaving the United States, first time flying on a plane, first time living in a place
that did not speak English, and being introduced to a culture that was not my own and a
way of life that was foreign to me.
Most importantly, she said “I’m sure I experience the same feelings that many students
experience coming to a different country, culture, and language here in the United States.” She
closed by expressing that “learning the language was a priority and learning to live in their
culture and not try to have them adapt to mine was also a priority.”
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Translator #2, 29 years old, was born and raised in a small high-poverty town in Mexico.
She moved to the United States when she was 9 years old. She traveled with her family. She first
shared her experience in Mexico:
We didn’t have running water and could not use a lot of electricity. We did not have
toilets or showers. Due to water being so limited, we had to limit how many baths you
got through the week or many months.
Once the family decided to move, she shared “I still remember the very first day I was in Texas
after crossing the border. It was snowing and I thought to myself I have never seen anything so
beautiful.” She also discussed the challenges she immediately faced as she transitioned into rural
Arkansas: “the culture shock was not easy and was hard to get accustomed to. My first day of
school was very scary and nerve racking. I did not speak English so communicating with was
peers was very difficult.” She credited the caring ESL teacher for her educational gains, who
“spent countless hours teaching me the basics.” Although she was learning English, she
struggled with students making fun of her English accent. This resulted in her spending years
working on her English to remove the accent. She shared that her family was undocumented,
thus leaving postsecondary education a dream instead of a reality. Furthermore, being
undocumented prevented her from getting a driver’s license, job, and scholarships, thus leaving
her feeling defeated. She exclaimed, “my life began to change when the Obama administration
came out with DACA [Deferred Action for Children Arrivals]. After many years and thousands
of dollars on attorneys, my sister and I’s status, there was a door open for us.” Lastly, she
showcased her resilience and perseverance: “I was the first in my family to graduate from
college and have a degree so I would say my parents and my ESL teacher’s work has paid off
because I am a successful American citizen today.” Mirroring hope, she said, “I owe them so
much for sticking with me and not letting me be any less than what I am capable of doing. I am
living the American dream.”
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Translator #3 was born and raised in Texas. Her father was from Mexico but became a
U.S. citizen. Her mother struggled to raise six children as a single mother. After her mother
remarried, she was able to be a stay-at-home mom because her stepfather worked. Life improved
with her mother at home, as she had been working several jobs to provide for her children. She
shared, “my mother taught us never to give up on anything. My father taught us that education is
important.” She credited her elementary- and middle-school teachers who inspired her to go to
college. She earned her GED in 1992, then set her dream on graduating from college. She will
graduate in December 2021 with her bachelors in education. She shared, “my three children all
graduated from high school, which makes me very proud. My parents didn’t graduate from high
school.”
Translator Cross-Analysis
I interviewed each translator separately to learn about their experience as it related to the
family that participated in the study. See Appendices M, N, and O for the two-case model map.
Table 11 offers an overall comparison of the three translators’ experiences using statements
coded from their interviews.
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Table 11
Overview Comparison of Each Translator’s Experience
Theme Cluster
Educational
Experience

Translator #1 Statements
“I studied the Spanish
language with a
tutor”
“I attended a language
institute in San Jose,
Costa Rica.”
“Before going to the
Cape Verde Islands,
I studied the
Portuguese language
for 6 months in
Lisbon, Portugal.”
“The two languages are
very similar but with
many differences as
well as accents.”
“My experience is
distinctive to that of
our families in our
school district.”
“Learning the language
was a priority and
learning to live in
their culture and not
try to have them
adapt to mine was
also a priority.”

Translator #2 Statements
“I spoke no English
therefore being able
to communicate with
my peers was very
difficult.”
“I had an ESL teacher
who taught me
everything I needed
to know to get by”
“She spent countless
hours teaching me
the basics.”
“Our summers
consisted of us
watching TV only in
English, reading in
English, writing in
English, and
speaking only in
English.”
“I struggled in high
school because I
could not apply for
scholarships because
I was
undocumented.”

Translator #3 Statements
“As a child, I always knew
that I wanted to become
a teacher.”
“I had teachers throughout
elementary and middle
school who inspired
me.”
“I dropped out of high
school at the age of
sixteen.”
“The older I got, I realized
it hadn’t been the best
choice I had made,
especially if I wanted to
become a teacher.”
“In 1992, I went back and
got my GED in
California.”
“I decided I wanted to go
to college and earn a
degree in teaching.”
“I currently have an
Associate’s degree in
Early Childhood”
“I am working on my
Bachelors in Early
Childhood.”
“My current job is working
with ESL students.”
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Table 11 (Cont.)
Theme Cluster
Migration
Experience

Translator #1 Statements
“It was my first time
leaving the United
States, first time flying
on an airplane, first
time living in a place
that did not speak
English.”
“Being introduced to a
culture that was not
my own and a way of
life that was foreign to
me.”
“Being an adult and
having a family to take
care of certainly made
a difference.”
“It’s hard to explain
because my reality
living in different
countries is somewhat
different from what is
being experienced by
the families of many
of our students.”
“There was always the
work of making sure
we were in the country
with all the legal
papers in order and the
processes we went
through in order to
stay in the country
legally.”
“Our purpose was to be
legal residents and not
citizens of that
country, knowing that
one day, we would be
coming back to the
United States.”

Translator #2 Statements
“I traveled with my
family”
“When I lived in
Mexico we didn’t
have running water
and could not use up
a lot of electricity
and also we did not
have toilets or a nice
shower head.”
“Due to the water being
so limited we had to
limit how many
baths you got
through the week or
maybe months.”
“My family in Mexico
are crop farmers and
that is the only
income they have
coming in.”
“The culture shock of
coming to America
was not easy and
was hard to get
accustomed to
I could not get my
driver’s license, a
job, and could not
go to college.”
“From all of my
experiences that I
went through as a
child and as an adult
of being a different
race and grown up in
a different culture, I
can tell you that I
am living the
American dream.”
“I advise people that
when things get
tough in life to keep
going because there
is the light at the end
of the tunnel.”

Translator #3 Statements
“Dad taught us that
education is
important.”
“My mother was a single
parent raising six
children all on her
on.”
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Table 11 (Cont.)
Theme Cluster

Translator #1 Statements

Emotional
Experience

“I’m sure I experienced the
same feelings that
many students
experience coming to a
different country,
culture, and language
here in the United
States.”

Translator #2 Statements
“It was so frustrating
that I just wanted to
go back to Mexico
because it got too
hard.”
“I had kids making fun
of me because I
sounded funny and
didn’t sound like
they did.”
“I would go home
frustrated because I
wasn’t like the
American children at
my school.”
“I told myself that if I
wanted that to go
away I needed to be
confident in
speaking English
and work on my
accent.”
“There was a point in
my life that I felt
very defeated by my
circumstances and
my status in the
United States.”
“It was like coming up
for fresh air after not
being able to
breath.”

Translator #3 Statements
“My three children
graduated from
Angel Falls High
School, which
makes me very
proud.”
“My current job is
working with ESL
students, which I
enjoy very much!”

Cluster Analysis
To measure the similarities and dissimilarities, I analyzed the coded transcriptions via
cluster analysis using squared Euclidean distance. The five family transcriptions were compared
to each individual thematic cluster (educational experience, migration experience, and emotional
experience), followed by an overall comparison of the combined thematic clusters. Next, I
compared each translator’s transcription to each individual thematic cluster (educational
experience, migration experience, and emotional experience), followed by an overall comparison
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of the combined thematic clusters. The cluster analysis concluded with an overall comparison of
the family and translators’ transcriptions to the three thematic clusters of educational experience,
migration experience, and emotional experience. Figures 6–14 show the results of this analysis.
Families #1–#5’s transcription codes relating to the educational thematic cluster were
used in Figure 6. The cluster analysis shows that the Vasquez and Garcia families had similar
educational experiences as well as the Sanchez and Flores families. However, the Hernandez
family had dissimilarities relating to the educational experience thematic cluster.

Figure 6: Squared Euclidean distance families’ educational experiences
Families #1–#5’s transcription codes relating to the migration thematic cluster were used
in Figure 7. The cluster analysis shows that the Sanchez and Flores families had similar
migration experiences. However, the Vasquez, Flores, and Hernandez families had dissimilarities
relating to the migration experience thematic cluster.

80

Figure 7: Squared Euclidean distance families’ migration experiences
Families #1–#5’s transcription codes relating to the emotional thematic cluster were used
in Figure 8. The cluster analysis shows that the Sanchez and Flores families had similar
emotional experiences. However, the Sanchez, Flores, and Hernandez families had dissimilarities
relating to the emotional experience thematic cluster.

Figure 8: Squared Euclidean distance families’ emotional experiences
Families #1–#5’s transcription codes relating to the overall thematic clusters of
educational experience, migration experience, and emotional experience were used in Figure 9.
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The cluster analysis shows that the Vasquez and Garcia families, and the Sanchez and Flores
families had similar overall experiences. However, the Hernandez family had dissimilarities
relating to the overall experience thematic cluster.

Figure 9: Squared Euclidean distance families’ overall thematic cluster experience
Translators #1–#3’s transcription codes relating to the educational thematic cluster were
used in Figure 10. The cluster analysis shows that Translators #1 and #3 had very similar
educational experiences. However, Translator #2 had dissimilarities relating to the educational
experience thematic cluster.
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Figure 10: Squared Euclidean distance Translators #1–#3’s educational experiences
Translators #1–#3’s transcription codes relating to the migration thematic cluster were
used in Figure 11. The cluster analysis shows Translators #1 and #2 had a slight similar
migration experience but lends more towards a dissimilar experience. However, Translator #3
had dissimilarities relating to the migration experience thematic cluster.

Figure 11: Squared Euclidean distance Translators #1–#3’s migration experiences
Translators #1–#3’s transcription codes relating to the emotional thematic cluster were
used in Figure 12. The cluster analysis shows Translators #1–#3’s emotional experiences were
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equally dissimilar, demonstrating the heterozygous relationship relating to the emotional
experience thematic cluster.

Figure 12: Squared Euclidean distance Translators #1–#3’s emotional experiences
Translators #1–#3’s transcription codes relating to the overall thematic clusters
(educational experience, migration experience, and emotional experience) were used in Figure
13. The cluster analysis shows Translators #1 and #3 had an overall similar experience to each
thematic cluster. However, Translator #3 had dissimilarities relating to the overall experience to
each thematic cluster compared to the other two translators.
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Figure 13: Squared Euclidean distance Translators #1–#3’s overall thematic cluster
experiences
I compared Families #1–#5 and Translators #1–#3 to the overall thematic clusters
(educational experience, migration experience, and emotional experience; see Figure 14). The
Sanchez, Vasquez, and Flores families and Translator #2’s experience lends itself towards an
overall thematic cluster homozygous relationship, with the Hernandez family showing weaker
similarities to this group. The likeness of the translator’s migration story compared to the
families confirmed this relationship. This comparison demonstrates the Garcia family’s
dissimilarities compared to the other families and translators. Both Translators #1 and #3 showed
dissimilarities as well; however, the heterozygous relationship is not as strong compared to the
Garcia family’s relationship with the group. Translator #2 and the Hernandez family are of equal
similarity to the Sanchez, Vasquez, and Flores families.
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Figure 14: Squared Euclidean distance families, Translators #1–#3’s overall thematic
cluster experiences
Using the squared Euclidean distance provided a visual measurement of the homozygous
and heterozygous relationships between the families’ experiences and those between the families
and translators. The overall comparison of the combined thematic clusters showed likeness of the
Sanchez and Flores families’ experiences, with the Vasquez family being more similar than the
Garcia and Hernandez families. The Sanchez family migrated from Puerto Rico, whereas the
Flores family migrated from Honduras, representing two different Latinx countries, though
parallel thematic experiences of educational, migration, and emotional during their transitions to
the United States and rural Arkansas.
Document Portrait
By creating a document portrait for each of the families, the sequence of code structure is
easily identified to highlight the dominant, overlapping, and inconsequential code segments.
Furthermore, the document portrait lends itself to the visual order and flow of the thematic
experiences throughout the transcriptions. The educational experience cluster is represented in
yellow. The migration experience cluster is represented in blue. The emotional experience cluster
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is represented in red. Purple represents the overlap of the educational and migration experience.
Green represents the overlap of the educational and emotional experience. Orange represents the
overlap of the emotional and migration experience. Figures EE1–II1 in Appendices EE–II
present the document portraits ordered by code frequency.
The Sanchez family’s document portrait shows the three thematic cluster experiences
consistently throughout the portrait. Both the migration and emotional experiences were
dominant clusters. Overlapping clusters were educational and migration experience as well as
educational and emotional experience.
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Figure 15: The Sanchez family’s document portrait
The Vasquez family’s document portrait shows the three thematic cluster experiences
consistently throughout the portrait. Both the migration and emotional experiences were
dominant clusters. Overlapping clusters were the educational and migration experiences.
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Figure 16: The Vasquez family’s document portrait
The Bonilla family’s document portrait shows the three thematic cluster experiences
consistently throughout the portrait. Both the migration and emotional experiences were
dominant clusters. Slight overlapping of clusters included educational and migration experience
as well as educational and emotional experience.
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Figure 17: The Bonilla family’s document portrait
The Garcia family’s document portrait shows the three thematic cluster experiences
consistently throughout the portrait. The dominant cluster was emotional experience. A slight
overlapping cluster was educational and migration experience as well as a larger educational and
migration experience.
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Figure 18: The Garcia family’s document portrait
The Hernandez family’s document portrait shows the three thematic cluster experiences
consistently throughout the portrait. Both the migration and emotional experience were dominant
clusters. The overlapping clusters were the educational and emotional experience, with a slight
overlap of the educational and migration experience.
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Figure 19: The Hernandez family’s document portrait
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Overall Thematic Analysis

Figure 20: Document Portrait Overall Comparison. Educational experience: yellow;
migration experience: blue; emotional experience: red; overlap of the educational and migration
experience: purple; overlap of the educational and emotional experience: green; overlap of the
emotional and migration experience: orange; start of follow up interview: green arrow.
The overall comparison of the combined thematic clusters showed likeness between two
sets of families. For the Sanchez versus Bonilla families (white arrows), the educational
experience similarities included statements like school is better here, school has helped, and
there are students from their native country. The migration experience similarities included
statements of traveling to the United States was challenging, life is better, and better
opportunities. The emotional experience similarities included statements of having a very bad
experience; it was very sad and emotional leaving family behind; after arriving, things were
difficult; pray to God that they would make it to this country; and overall things are better. For
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the Vasquez versus Hernandez families (yellow arrows), the educational experience similarities
included statements of there is a big difference between school now compared to their native
country, learned many new things at their new school, and the language barrier proved to be
difficult. The migration experience similarities included statements of they experienced lots of
violence and poverty while traveling to the United States, it was very hard at first because we
had to leave everything behind, and the suffering was worth it because there are so many
possibilities here. The emotional experience similarities included statements of felt very nervous
and worried, very hard to leave my family behind, feels more secure here, and it was emotional
returning to school.
I also want to highlight the Garcia family, the orange rectangle, who had been in
Arkansas for the longest, whereas the Sanchez family, the yellow rectangle, had been in
Arkansas for approximately 6 months before the interview. The Sanchez family’s dominate
topics were migration and emotional driven, whereas the Garcia family’s dominate topics were
that of education and emotion. The Sanchez family’s follow-up interview transcription showed
their responses to the reflection section of the questions, that their migration journey memories
were still emerging and fresh, indicating they were still processing the essence of their
experience, indicated by the green and purple overlap of experiences. The Garcia family’s
transcription showed closure to the migration essence of the experience and gave a sense of
longing for family still in Guatemala and an overall sense of sorrow. The Garcia family’s
document portrait was the only one with an overlap of the education and emotional experience,
demonstrating that, over time, the essence of the migration experience will provide closure to the
families as they adjust to their life in rural Arkansas.
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Thematic Code Development
Once transcription was completed, I coded the emerging concepts from that data using a
single-case model approach. I repeated this process for each participant’s transcript, including
the transcript from the translated interviews. Next, I reviewed the codes to establish themes. I
then cross-analyzed the transcriptions using a two-case model approach, comparing each family
and the translators two pairs at a time. I then clustered the codes by themes. Each cluster
represented the participants’ lived experiences. I created a graphic organizer to allow for a
visualization of the theme, then placed the clusters under its corresponding category. I assigned
each cluster to a theme for each of the transcriptions. Once this was complete, I was able to
identify connections between the themes.
To decrease researcher bias, I bracketed thoughts and concepts until this step of the data
analysis was complete. My bias brackets included the cultural differences between myself and
the participants, political viewpoints of the United States government, and my White race, social
class, and gender (Creswell, 2013).
Confirmability and Creditability
The results of a qualitative study should possess quality and truly reflect the participants’
lived experiences. To assure the study’s quality, I documented the procedures by
checking/rechecking the data. As mentioned earlier, the research conceded bias. Methodological
coherence is taking a step back to examine the entire study to make sure there is a consistent
epistemological perspective. This includes examining the purpose, research question, interview
questions, data collection, and analysis. Researchers need to avoid a mixture of epistemological
assumptions to make sure they are blending different perspectives. Researchers should use a
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qualitative approach that best supports their research question, followed by citing why that
approach was the most appropriate.
Transferability
Research transparency was promoted. First, the raw data were recorded and transcribed;
secondly, the data were then reduced and analyzed. Next, the data were reconstructed through
thematic interpretations; the process notes included the research design and information
regarding trustworthiness.
To establish transferability, I provided evidence of the research findings that could be
applied to other studies with similar contexts. Because I used researcher transparency, other
researchers could replicate this study to transfer possible judgments of the research quest.
I used participants’ quotes to provide a rich, thick description of their lived experiences.
Chapter 4 shares this information in further detail. Each individual and family has an individual
description. The data analysis correlated to the individuals and their families. Each identified
theme is expanded more thoroughly with supporting quotes from the participants.
Positionality Framing
Throughout the study, I was cognizant of the beliefs and perspective lens I hold. I
recognize that I am a middle age White female with a middle-class socioeconomic status. I have
worked at the rural Angel Falls District for 15 years as an educator, including with Latinx
students and families. I am affiliated with the Latinx community through my agriculture work
outside of the school district. I also experienced trauma as a child due to the death of my father in
an agricultural accident. I associate with the social-constructivism paradigm.

96
Conclusion
The purpose of this study was to research the lived experiences of recent immigrant
students and their families. The research question was as follows: What are the lived experiences
of new Latinx immigrants during their transitions from their home countries to rural Arkansas’
public education system? I used a phenomenological qualitative research approach by
implementing semistructured interviews of immigrant students and their families. I selected
participants through purposeful criterion-based sampling. The next chapter provides and
analyzes the results of this qualitative study and Chapter 5 discusses its limitations.

97
Chapter IV: Results
Introduction
The purpose of this study was to improve understanding of the lived experiences of
immigrant students/families that have moved from their native countries to Arkansas. Qualitative
methods provide rich details of the lived experiences, which quantitative methods would mask. I
employed a qualitative phenomenological approach to capture the essence of the participants’
lived experiences. This need for research led me to develop the following research question and
subquestions for this study:
•

What are the lived experiences of new Latinx immigrants during their transitions
from their home countries to rural Arkansas’ public education system?
o How do Latinx immigrants experience their decisions to leave their home
countries to come to the Southeastern United States?
o What are the lived experiences of making the journey from their home
countries to rural Arkansas?
o How do new Latinx immigrants describe their learning experiences in
their home countries versus in rural Arkansas?

Themes
There were eight subthemes and three theme clusters identified from the interview
transcriptions. I color coded each theme cluster to identify the subthemes as follows: educational
experience is yellow, migration experience is blue, and emotional experience is red. This offers a
visual representation to see which theme cluster(s) associated with each family’s experience.
Each theme was defined by a definition I created after the coding process. Table 12 presents the
themes and definitions.
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Table 12
Thematic Information
Thematic Information
Theme Cluster
Educational
Experiences
(Yellow)

Subtheme

Theme Definition

Difference in
Education

Statements that compare and contrast the school in their native
country to the school in the USA

New School

Students shared their experience and emotions from starting
school in Angel Falls Arkansas

Family

Family factors and description

Influence
Factors

Factors the Latinx immigrants used to make the decision to
migrant to the USA

Migration
Experience
Journey
(Blue)

Latinx shared details of their transition to the USA, struggles
identified during the journey, emotions describing the
immigrants’ feelings during their migration journey, and
obstacles after arriving in the USA

Citizenship

Descriptions that participants gave to describe their native
country's citizenship

Advice

Parents sharing words of wisdom, they gained from their
experience, to the younger family members.

Family

Emotional descriptive words used to describe Family factors
and description

Emotional
Experience Journey
(Red)

Emotional descriptive words used to describe details of their
transition to the USA, struggles identified during the
journey, emotions describing the immigrants’ feelings
during their migration journey, and obstacles after arriving
in the USA

New School

Emotional descriptive words students used to shared their
experience and emotions from starting school in Angel Falls
Arkansas

Reflection

Emotional descriptive words used to describe the participant
used to reflect on their life now in the USA
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The educational experience theme incorporates the subthemes of difference in education
between participants’ native countries’ schools and their new schools, as well as the shared
experiences and emotions the families experienced starting a new school in Angel Falls,
Arkansas. The migration experience theme incorporates the subthemes relative to their migration
journeys regarding advice from parents, native country citizenship, family, influence factors for
migration, and experiences from their journeys. The emotional experience theme incorporates
the subthemes of emotional responses related to advice from parents, native country citizenship,
family, influence factors for migrating, their journeys, overall reflection of their experiences,
educational differences, and new school.
Educational Experience Theme Development
The first theme to transpire from the analysis, educational experiences, highlighted the
differences between education in the families’ native countries and the U.S. educational
experiences as participants began their education experiences in Arkansas. The educational
experience theme emerged from two subthemes, difference in education and new school.
Difference in Education
The families shared their experiences with education in their native country in
comparison to the education in rural Arkansas by sharing the overall organization of each school,
the opportunities available, as well as the education quality. The Sanchez and Vasquez families
shared that the education in Puerto Rico was similar to that of the Angel Falls district, meaning
the students switched classes and had more than one teacher. However, they expressed the
“disorganization” of their native schools became evident after moving to the United States and
enrolling in an American school. The Bonilla family’s experience with education in Honduras
differed as there was only a middle school. They also described their school as small with “poor
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educational opportunities.” The Garcia family also described their Guatemalan school as poor
and shared that the actual school building had a “metal roof with a few sticks holding up the roof
and dirt floors.” The mother shared that she “does not know how to read or write her native
language of Spanish” because of the lack of resources in the Guatemalan school. The Hernandez
family said the El Salvador school differed as the schools are “prekindergarten to seventh grade,
with one teacher available for each grade.” They shared that “the school was very poor and the
education was very poor.” Overall, the families collectively said the school in their native
country was less difficult because “everyone spoke the same language.” They expressed that
although their rural school in Arkansas gave them a better education with more academic
opportunities, it was challenging because the “different languages and dialect spoke amongst the
teachers, staff, and other students.” The parents in each family shared they felt their child’s
education at Angel Falls was by far a “better education than they received as a child in their
native country.” Collectively, the families conveyed the education opportunities and overall
education experience in Arkansas were better compared to that in their native countries.
New School
The students shared their experiences and emotions from starting school in rural Angel
Falls, Arkansas. They collectively expressed they felt “afraid, nervous, very stressed, and
confused” the first day and weeks after enrolling. The students explained they “did not know
anyone” at their new school and described it as “lonely.” At the end of the first day of school, the
students shared their immediate thoughts of “how will I communicate with teachers.” The
student from the Sanchez family shared that his first day of school was good; however, “I was
scared because I didn’t know anything. Things were horrible.” The son of the Vasquez family
expressed that “the new school was difficult because of the language barrier.” His mother
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followed with “I was worried because he did not go to school in Puerto Rico for a while because
of the virus.” The son of the Bonilla family said that he “felt good because there were people that
were from Honduras, which made him feel safe.” The son of the Hernandez family stated he “felt
very anxious and uncomfortable. The classes were very difficult. I did not understand what the
teacher was saying when giving assignments. The other students did not want to help me during
those times.” He continued to share that he was “very lonely and depressed, causing him to be
homesick. I just wanted to go back to El Salvador. I felt like everyone was looking at me
differently.” He recalled, “at the end of the day I felt relieved to be home and then start again the
next day.”
The parents then shared their perspectives of their children starting school in the United
States. The Sanchez family expressed “we were happy because he was going to school. We feel
proud when he met others from Puerto Rico at school because there are not many here. He was
able to talk to them.” The mother of the Vasquez family shared that she was “nervous because he
did not know much English. I was very emotional that he was back in class because he had not
been in school for a long time.” The son of Ms. Bonilla did not recall anything from the student’s
transition into his new school. The mother of the Garcia family recalled the differences she saw
compared to her school experience in Guatemala. She said “there is a big difference between the
education that I received than what my children are receiving. I only had one teacher and my
children have so many. The education is better here.” The mother of the Hernandez family said
she was “worried about him not knowing the language and the food that he was going to be
eating.”
The educational experience theme proved to be an important aspect of the families’
journeys to Arkansas. The families shared their experiences in their native schools while
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comparing their native schools to U.S. schools. The new school experience proved to be an
emotional component to their transition to Arkansas for both the parents and students due to the
difference in the schools, language barrier, and being the new student at school.
Migration Experience Theme Development
The second theme to transpire from the analysis was migration experience. The families’
migration experiences included family descriptions, influence factors that led to their decisions
to leave their native countries, and their journeys to the United States and accentuated the advice
the elders gained from their migration journeys, including what citizenship means to each family.
Family
The overall foundation of each family that was interviewed was the importance of family.
Each decision was made as a family and for the family. Prior to leaving their native countries,
the families would make decisions on who would travel to the United States and who would stay
in the native country. Those selected to travel were in their mid-twenties to early thirties. They
were in good health and physically able to work unlike the elders in their family. The males were
selected to travel to find employment opportunities, including the teenage sons. Each family
traveled in small family units, leaving parents, siblings, children, and extended family in their
native country. Moving to the United States also meant that the families might not see their
parents alive because of failing health and a lack of healthcare in their native country. Although
those who left their native countries and families to travel to the United States made huge
sacrifices, they gained the ability to send money back home to support their family members.
Influence Factors
The families shared the factors that influenced their decisions to leave their native
countries and relocate in the United States. The Sanchez family’s primary influences were
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economical. The father shared “my brother and I were hired through an agency to work” in the
poultry processing plant. The Vasquez family shared a similar influence: “my reason for coming
to the U.S. was economic and education opportunities for my children.” The mother of Bonilla
family expressed that “the work form is what inspired me to move because at my last work they
did not pay me enough. I wanted a better job. I had lots of bills to pay and could not afford it.”
The mother of the Garcia family stated, “I made the decision to come here to have a better life.
My daughters and parents. I wanted to support my parents because my father is in bad health.”
The Hernandez family shared what influenced them to migrate. The son shared, “my father told
me that I would have a better future in America. They wanted to keep me from getting involved
with drugs or the gangs.” The mother shared, “my father told me to come so I could help with
paying the bills and being able to support my family.”
Journey
Each of the Latinx families shared their journeys and everything encompassed during
their transitions, including their struggles and emotions prior to leaving their native countries,
during their journeys, and after they arrived in the United States. Traveling from Puerto Rico, the
father of the Sanchez family expressed, “I felt sadness leaving when I told my father and sons
that I was leaving. Arriving I felt very disoriented and didn’t know what to do.” His wife and son
reiterated his statement: “We were sad leaving our family. We had fear about the unknown
here.” The father, who traveled by plane with his brother, said:
I was in my house and from one day to the next, I traveled for work to the States. It was a
very bad experience because arriving to the agency with nothing to eat. The agency lied
to us. We arrived at 11pm and was expected to work the next day without rest or food. I
had to go to work the next day. When we arrived, they separated us, my brother and I, as
if we were animals. They did not want us with our families. Things were horrible.” The
family shared that the first year was very hard. The father said “we wanted to leave but in
spite of that, we are still here and continue fighting here. One thinks they are still in
Puerto Rico but waking up, you realize you are not. I do not regret coming here.
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The Vasquez family flew from Puerto Rico to the United States. The family shared:
It was very hard at first because we had to leave everything behind, our home,
belongings, car, so it was difficult for us. We were very nervous and worried. Traveling
with children was more difficult because I worried about the virus.
Once the family arrived in Arkansas, the mother stated:
I felt tranquil, more secure, and stable. I could work because in Puerto Rice there was
chaos. There was a curfew and we could not go out when we needed to. We were fighting
for food. If we left our home, we could be arrested or fined. This is why I feel more
secure.” She also shared that “after arriving, it was complicated going to different places,
like the stores and school.
The Bonilla family’s journey took roughly 6 weeks to make it to Arkansas. They left Honduras,
stopped in Guatemala and Mexico City, then arrived in the United States. They traveled by
walking and catching rides when they could, either on a bus or semi. During their travel, the
mother shared, “We felt sad because we were leaving family and friends behind.” Her son
shared, “I was sad because I was leaving my country.” She also shared that her faith in God got
her through the journey. During their time in Mexico, she said, “we were given food but it was
not warm food. The food in Mexico from Honduras was different because it was spicy in
Mexico.” Both the mother and son started laughing, then shared, “My son doesn’t like spicy food
so he ate a lot of fruit.” The family spent 10 days in Mexico while waiting for a bus to the United
States. The mother shared:
there were people that had meat but they were not humble because they did not know
what the meat was from. There were days we did not have water or food to eat so we
would have to wait to get fed.
During rainy days, they were able to stay in “small places” to stay warm and out of the weather
and other places would let them use the bathroom. She recalled seeing someone get run over and
it was very “traumatic.” People would offer them clothes but they could not carry the clothes and
food, resulting in them picking food over clothes, thus leaving clothes or selling them for money.
The mother stated, “that is part of being an immigrant, where you can’t take everything with
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you.” After arriving in Arkansas, the mother expressed, “I was very emotional because I knew I
could have a better life and job. I could afford to help my family with bills. I could give my
children a better life.”
The Garcia family shared their bus journey to the United States. The mother said, “it was
very hard for me to leave my daughters behind,” as she traveled alone to the United States.
“When you have your children, you come to realize that you have to provide for them and also
the rest of the family.” She shared there was a lot of violence and poverty during the journey but
did not provide any details. After arriving in the United States, she said:
I felt comfortable and had a sense of all the wonders that you can do here. I felt safe
because in Guatemala they would steal your clothes and other things. I am thankful to be
here because I have the opportunity to help my daughters and my family.
The Hernandez family left El Salvador, traveling by boat, buses, and semitrucks. Sharing their
emotions prior to leaving, the son said “at first I was happy but then I felt sacred and anxious,
very alone. It was very scary because I did not know what was awaiting them. We would go with
people that would give them rides.” The mother reinforced his sentiment adding, “I was sad
because I knew I would not see my parents again. I was very emotional and felt alone. I was here
by myself.” After arriving in the United States, their loneness echoed as they acclimated to their
new environment. The son shared, “the first few weeks were very hard. I was very depressed.”
The mother described herself as very emotional during the first few weeks in the United States.
Advice
The parents were asked to share words of wisdom they gained from their overall
immigrant experiences and what advice they would share to their children. The Sanchez family
shared the following: “education, they need to study. We came so that the kids could get an
education.” The Vasquez family’s mother said “don’t give up. There will be hard times so don’t
quit. You are the one to set limits.” The mother of the Bonilla family shared, “to have faith and
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in everything God comes first. I give this wisdom to everyone. During our travel, I prayed to
God that we would make it to this country.” The mother of the Garcia family shared:
I talk to my sons about the things that I have seen in Guatemala and how things are here
in the United States. I want them to realize that you have to earn your money and save
your money because I know what it is like to have nothing.
She tells her children that the kids in Guatemala do not have it as well as kids in America.
She concluded by saying “the only thing I can say is that me being here with her sons and getting
educated has made her happy and comfortable. I have done everything in my power to educate
my sons.” The mother of the Hernandez family shared the following:
You have to continue to better yourself and do the best that you can. If you are not dying
of hunger, don’t move because if you have to struggle like that, it is not worth it. I would
encourage them to stay even though this country is beautiful.
Patriotism
Each family described their native country’s patriotism and what it means to them. The
Sanchez family shared the following: “We feel proud when we meet others from Puerto Rico.
They are able to talk to them because there aren’t many here.” The family shared homemade
traditional rice with vegetables and dessert with the translators and myself. They also brought
items from home to share (see Appendix EE). When asked what reminds them of home, the
family recalled the parties, great food, and being with family. The Vasquez family shared they
have items that remind them of Puerto Rico but declined to share any specifics. The mother said,
“we are proud to be from Puerto Rico. We are known to be happy friendly people that work
hard.” The Bonilla family only had a Honduras flag but nothing else that reminded them of their
native country. Neither recalled anything special about their country but both shared “we are
proud to be from Honduras.” The mother of the Garcia family shared:
I remember that in my country that you always have to have faith in God to continue on
with life. I know that when the time comes, I will not be able to see my dad again
because he is no longer alive.
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She added, “being from Guatemala, I can’t deny that I’m not from there. One day I might be able
to go back, but I don’t want to.” The son of the Hernandez family shared, “nothing reminds me
of anything of my country because everyone is from different countries.” The mother stated,
“nothing reminds me of anything of my country.”
The migration experience theme proved to be an important aspect of each family’s
journey to Arkansas. The families shared their advice they learned from their journeys, their
native country patriotism views, family structure and influence factors that led to their decisions
to leave, and what they experienced during their journeys to the United States.
Emotional Experience Theme Development
The third theme to transpire from the analysis was emotional experience. The families’
emotional experiences emphasized descriptive sentiments, both positive and negative, during the
interviews. Emotional responses were tied to each family’s feelings and influence factors that led
to their decision to leave their native country, journey, the emotions experienced with starting a
new school, and reflection of their journey.
Family
The overall foundation of each family that was interviewed was the importance of family.
Each decision to leave their native country meant only certain family members would travel,
leaving loved ones behind. The Sanchez family “felt sad” knowing they were leaving family
behind in Puerto Rico. The Bonilla family felt “very emotional” leaving family back in
Honduras. They felt “very sad” leaving their country and family. The Garcia family shared “it
was very hard leaving” close family members behind in Guatemala. They also shared “sadness”
knowing that the elder’s family members who stayed in Guatemala will most likely pass away
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before the Garcia’s will ever see them again. The Hernandez family felt “sad” knowing they
would not see their parents again.
Journey
The journey of each family proved to be an emotional experience as they shared their
stories. The Sanchez family described their journey as “very bad, horrible, and difficult.” They
expressed “fear” of the unknown future that awaited them in the United States. The Sanchez
family also shared they felt “disoriented” after they arrived in Arkansas. The Vasquez family
shared they felt “very nervous and worried” before leaving Puerto Rico. They shared “it was
very hard” leaving their belongings in Puerto Rico. Once settled in Arkansas, they felt “secure”
in their new country unlike they did in their native country. The Bonilla family witnessed
someone getting runover and killed, resulting in a “traumatic” experience. The Garcia family
described their journey as “violent” as they witnessed extreme poverty conditions. They felt “the
suffering was worth it” as they now feel a “sense of all the wonders” now in the United States.
The Hernandez family shared their month-and-a-half-long journey was “very difficult” and “very
scary” because they would catch rides with strangers. They shared it was “very scary” not
knowing what awaited them as they walked from El Salvador to Mexico before arriving in the
United States.
New School
Transitioning to a new school in a new country proved to be an emotional experience for
both the student and families. The Sanchez’s son shared “I was scared because I didn’t know
anything.” His parents exclaimed, “school is better here, school now is good.” The Vasquez
family described the new school as “difficult” at first due to the language barrier. They felt that
school is “better” now that their son has adjusted. The mother felt “emotional” when her son
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started school in Arkansas because he had not been in school for such a long time. She shared
that she felt “nervous” for him on his first day. The Bonilla family shared their emotional
experience by expressing their mixed emotions. The son felt “happy” to be in school but “sad”
because he did not know anyone at the new school. His mother shared she felt “very happy”
knowing her son was getting an education. The son of the Hernandez family shared that he felt
“very uncomfortable” during his first day of school. He continued, “I felt like everyone was
looking at me differently. I felt alone.” His mother shared that, at first, she was “happy” her son
was in school in the United States, but quickly related to her son’s loneliness as she stated, “I felt
very alone.”
Reflection
The families reflected on their lives now in the United States compared to when they first
moved here. The Sanchez family shared, “now our life is learning new things. We are making
progress. School is now good and I have learned a lot of things.” The Vasquez family shared that
“everything is very good. The economics is better, more stability.” The Bonilla family shared
that “life is better here because there are more opportunities.” The mother continued: “the
experience that I had through all the traveling has helped me realize how fortunate I really am.”
The mother of the Garcia family shared that “life here is better. The children can go out and I
don’t have to worry about something happening to them when they go to school.” The overall
impact of her journey was positive “because the suffering was worth it because there are so many
possibilities here and I can do so much more here.” The Hernandez family shared their reflection
of their life now. The son expressed, “at first it was bad and later it was better because I have
friends now. There are so many opportunities!” The mother followed, “many opportunities and
you become adapted to the new environment.”
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The emotion expressed during the families’ stories provided insight into their journeys to
the United States. Their emotional responses attached meaning to their education and migration
experiences, connecting each of the three themes together to transform as the essence of the
experience as a whole. This represents the essence of their lived experiences of Latinx
immigrants’ transitions from their native countries to rural Arkansas.
Structural Descriptions Essence of Experience
I extracted 58 significant statements from the five family interviews to create structural
descriptions. Table 13 includes examples of the significant statements with their associated
formulated meaning.
Table 13
Essence of the Experience
Essence of the Experience
Theme Cluster

Emotional
Experience

Significant Statement

Formulated Meaning

I felt sadness leaving my family and fear about the The emotional experience, prior to
unknown here. I felt sad because I was leaving
leaving, the journey, the arrival, and
my country. It was very scary because we didn’t
now is an emotional experience with
know what was awaiting them. A very bad
a diverse range of emotions felt by
experience, they separated us as if we were
the participants and revealed
animals. At first there were many emotions like
thorough their disposition during the
happiness but later I was scared to where I was
interview.
going. The first day (of school) was very
uncomfortable, I felt very alone. I was
depressed. I felt good because there were
students that were from Honduras, that made me
feel safe. I felt tranquil arriving to the US, I felt
more secure and stable. I was very emotional
after I arrived because I knew I could have a
better life and job. I felt proud because we are
overcoming. The culture shock of coming to
America was not easy and was hard to get
accustomed to. There was a point in my life that
I felt very defeated by my circumstances and my
status in the United States.
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Table 13 (Cont.)
Essence of the Experience
Theme Cluster

Migration
Experience

Significant Statement

Formulated Meaning

My reason were economical and educational
The migration experience was very
opportunities. My parents told me I would
challenging for the families as they made
have a better future. They didn’t want me to
decisions on why they needed to leave
get involved with drugs or gangs. My father
their native country, who traveled, the
told me to come so I could help with paying
circumstances during their travel,
the bills. I knew I wouldn’t see my family
acclimating to life in a new country and
again. We walked for a month and a half. I
rural Arkansas, and their patriotism
was hungry and hot. We traveled by boats,
identity. The migration experience
bus, and semi. There was a lot of violence and
exhibited the strength, determination, and
poverty. There were days when we didn’t
perseverance of the Latinx immigrants.
have food to eat. We witnessed someone get
ran over by a car. We had to pick between
carrying belongs, clothes, or food. We chose
food. That is part of being an immigrant
where you can’t take everything with you. We
wanted to leave but in spite of that, we are still
and continue to fight her. Everything I have
gone through, I want to be and have better
things in my life. Our family is more united
after arriving to the United States. Nothing
reminds me of anything of my country. We
feel proud when we meet others from Puerto
Rico because there aren’t many here. There
are many opportunities! If you are not dying
of hunger, don’t move because if you have to
struggle like that, it isn’t worth it.
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Table 13 (Cont.)
Essence of the Experience
Theme Cluster

Educational
Experience

Significant Statement

Formulated Meaning

The school in Puerto Rico was disorganized. The
The migration experience created
school is better here. School in Honduras was
educational obstacles for the
good, small. There was only a middle school. The
students and family concern,
school I attended was only metal and just a few
through assimilation and
sticks holding them. The school, it was very poor
learning the language, the
and the education was very poorly. The
students adapted to their new
advantage to going to school is that everyone
school.
speaks Spanish. The new school, it was a little
difficult because of the language barrier. I felt
alone in the school because everyone spoke a
different language. I was scared because I didn’t
know anything. The classes were very difficult. I
did not understand what the teacher was saying
when giving assignments and other students did
not want to help me during those times. I have
become to learn so much and I have more friends
and I have adapted to the new environment. I was
worried my son not knowing the language and the
food that he was going to be eating. School now
is good, I have learned a lot of things. I only had
one teacher and my children have so many. Their
education is better because I don’t even know
how to read and write. I had kids make fun of me
because I sounded funny and didn’t sound like
them.

The immigrant families’ transitions to rural Arkansas from their native countries created the
essence of their lived experiences. Through the interview process, the participants used
emotional-themed adjectives when answering questions that addressed their life history,
transition to the United States, and reflection of their experience. Their migration experiences
overlaid within the themes of disposition, family, influencing factors, journey, patriotism, and
advice. The educational experience each participant described paralleled the themes of
disposition, difference in education, new school, reflection, and patriotism. The resilient
experience of the Latinx families demonstrated excitement and pride of everything they
experienced up until this point, showing the true strength of their families and resiliency of their
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culture. Chapter 5 reviews the implications stemming from the families’ educational, migration,
and emotional experiences of their lived experience.
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Chapter V: Discussion
The purpose of this phenomenological study was to capture the lived experiences of
Latinx immigrants during their transitions from their native countries to rural Arkansas to gain an
understanding of their experiences to improve their transitions to Angel Falls, Arkansas and into
the Angel Falls School District. This chapter includes a discussion of major findings as related to
the literature of Latinx immigrants’ decisions to leave their native countries, narratives of their
journeys to the United States, and overall learning experiences and opportunities regarding the
similarities and differences between their native countries’ education systems and rural
Arkansas.
This chapter discusses future research possibilities to address the research question and
subquestions:
•

What are the lived experiences of new Latinx immigrants during their transitions from
their home countries to rural Arkansas’ public education system?
o How do Latinx immigrants experience their decisions to leave their home
countries to come to the Southeastern United States?
o What are the lived experiences of making the journey from their home countries
to rural Arkansas?
o How do new Latinx immigrants describe their learning experiences in their home
countries versus in rural Arkansas?
The lived experiences of new Latinx immigrants during their transitions from their native

countries to rural Arkansas resulted in three themes: (a) the migration experience created
educational obstacles for the students and family, and through assimilation, the students adapted
to their new school; (b) the migration experience was very challenging for the families as they
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made decisions on why they needed to leave their native country, who traveled, the
circumstances during their travel, acclimating to life in a new country and rural Arkansas, and
their patriotism identity; and (c) the emotional experience prior to leaving, during the journey, at
arrival, and now is one with a diverse range of emotions.
Interpretation of the Findings
The Latinx participants of the study shared stories of their journeys to the United States
and their experiences adjusting to a rural school environment. Each of the three themes
highlighted prominent elements that transpired during the family interviews. These themes hold
a great importance and dimension to the families, as rural communities, school districts, and
educators can learn how to better meet the needs of Latinx immigrant families. I describe each of
the three themes in the following sections.
Family Similarities and Uniqueness
The five families that participated in this study shared similarities while having their own
unique characteristics. Each of the families are from a country in Latin America including
Central America and the Caribbean, with none being from Mexico. The families shared
similarities of economic and educational opportunities as for their reasons to migrate to the
United States. Each family also has family members who still reside in their native country,
including close relatives and extended family.
Although the families had similarities, the families also showed uniqueness. Both the
Sanchez and Vasquez families were newer to Arkansas, with the Sanchez family arriving 6
months before their interview. The Garcia family had been in Arkansas the longest before the
interview. The Garcia mother was older than the other parents from the older families and has
grown daughters in Guatemala and school-age children in Arkansas. The other parents in this
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study were in their mid to late twenties with school-age children. Both the Sanchez and Vasquez
families traveled by plane, which made their journeys the shortest, yet their journeys’ thematic
experiences overlapped with the other three families, who had longer journeys and traveled by
foot, car, bus, boat, and/or semi-truck.
Education Experience
The study’s conclusion that the migration experience created educational obstacles for
the students and families—but through assimilation and learning the language, the students
adapted to their new school—resulted in the education experience theme. The UN High
Commissioner for Refugees (The United Nations Refugee Agency, 2014) shared immigrants
arrive with interrupted schooling as well as limited English. This was the case for the Bonilla,
Garcia, and Hernandez families due to the lengthy duration of their travels to the United States
and on to rural Arkansas. Whereas the Sanchez and Vasquez families flew to the United States,
which decreased the education lag.
Allard (2016) and Evans et al. (2019) discussed the challenges immigrant students face
while learning a new language and adjusting to a new school environment, including social
isolation. The sentiments shared by the students from this study gave meaning to social isolation
by sharing how they experienced social isolation because of the language barrier that made social
interaction and academics challenging for them, and how other students did not want to help
them with schoolwork. The themes from Villabla et al.’s (2017) study mirrored the education
experience the Latinx families and students within this study experienced in rural Arkansas, such
that they experienced obstacles within school, their culture flourished in the rural community,
and they experienced social factors living within the rural setting.
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Native educational opportunities varied amongst the participants in this study. Loera et al.
(2001) found that literacy development for children of Latino parents relies on the schooling
experience the parents had in their native country. The Garcia family shared that the education
opportunities in Guatemala were very poor, mentioning the school had a metal roof with a few
sticks holding the roof up. The inadequate resources resulted in the Garcia family’s mother being
unable to read or write in her native language, which now impacts her ability to help her children
academically. Native schools in the other participants’ countries differed from the Guatemalan
school; although they described their schools as small, it mirrored a traditional brick and mortar
setting. However, these schools were further described as disorganized, with only one teacher,
and felt their children were receiving a far better education thus far in the rural Arkansas district.
Caponi’s (2006) analysis of the United States and Mexican census data concluded that
Latinx immigrates have a higher education rate if they can migrate to the United States, which
reaffirmed the notion that the families felt their children had more educational opportunities than
those offered by their native country’s educational institutions. Although the transition to a new
school was challenging due to the language barrier, the families felt their children were excelling
far more academically compared to themselves based off the different school experiences.
Migration Experience
The migration experience proved to be very challenging for the families, which pushed
them to make decisions to leave their native countries, encounter challenging experiences during
their journeys, followed by acclimating to their new lives in a new country in rural Arkansas.
The results of this study align with previous literature (Bodvarsson and Van den Berg, 2009;
Jimenez, 2008) regarding the reasons immigrants leave their native countries; however, the
families’ stories illuminated their actual experiences and resilience.

118
Bodvarsson and Van den Berg (2009) and Jimenez (2008) shared the economic
opportunities and stability in the United States is an attractive driving force for Latinx
immigrants when deciding to leave their native countries. Whereas Vasquez’s (2009) study
highlighted the attractiveness of raising children away from violence and crimes for Latinx
immigrants. The participants’ reasons for leaving their native countries were similar to that of
previous research participants as they searched for economic stability, a better future for their
families, and the ability to send money back home to family still residing in their native
countries.
Pumariega and Rothe’s (2010) study noted the adverse conditions and traumatic events
Latinx immigrants encounter during their journeys to the United States. The Bonilla and
Hernandez families’ experiences proved to be violent with extreme poverty conditions. The
adverse conditions included walking for several weeks, with the trip taking a month and a half to
complete. Originally, the families carried belongings packed from home, but they quickly
discovered carrying food and water was far more valuable to sustain their overall health and
nutritional needs. The families shared they would go days without something to eat and drink.
The Bonilla mother shared “that is part of being an immigrant where you can’t take everything
with you,” a reminder to what she left behind in Honduras or along the way to survive the
journey.
Each family demonstrated resilience and burgeoning after acclimating to their new life in
rural Arkansas. Evidence of prosperity included sentiments such as “it was very hard at first but
we are still here and continue to fight here,” “our family is more united,” and “we are thriving.”
Overall, the families felt the benefits to migrating to the United States outweighed their
migration journey experiences.
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Emotional Experience
The families’ emotional experiences prior to leaving, on the journey, arriving to the
United States, and during the acclimation lend themselves to a diverse range of emotions that
transpired through the participants’ own words during the interview process. The descriptive
words and phrases used while sharing their stories brought meaning to previous literature.
Pumariega and Rothe (2010) shared that deciding to leave one’s country and family is a
painful decision, one an immigrant or their family does not take lightly. The families in this
study shared they felt sadness before leaving, knowing they most likely would not see their
family again. The families expressed a sense of loneliness and lack of belonging as they
struggled to acclimate in rural Arkansas. Pumariega and Rothe further highlighted the stress
caused by dislocation and disorientation, PTSD, and depression as well as the significant adverse
phycological impact immigrants experience. As the families described their experiences, many
participants struggled to stay composed, often expressing tears and sober emotions as they spoke.
The father of the Sanchez family shared his very bad experience where he compared being
separated at the airport as if they were animals, which confirmed the adverse phycological
impact immigrants can experience, as mentioned in the literature. The father furthered noted,
“there was a point in my life that I felt very defeated by my circumstances.” The participants
spoke of emotional hardships and traumatic experiences but put their immediate material and
economic security needs first and suppressed their mental health needs, a common outcome
Pumariega and Rothe mentioned.
In previous literature, immigrant children were cited to experience alienation from both
their native and new cultures (Hamann et al., 2008). The student participants in this study offered
specific examples of feeling alienated by expressing how uncomfortable it was starting a new
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school, feeling isolated because of the language barrier, and the challenge of overcoming culture
shock. The Hernandez son emphasized that it took him several months to overcome the feeling
of alienation at school.
The emotional experience of the Latinx families from this study showcased the overall
resilience of the Latinx culture. The students and families described their lives now in a more
positive mannerism, using terms such as good, better, happy, fortunate, and safe. Despite
everything they experienced, the families agreed they were now thriving and overcame the
obstacles to succeed in rural Arkansas.
Implications for Theory and Research
The results of this study identified areas for growth that would better support Latinx
student and families relating to Maslow’s (1954) hierarchy of needs.

Figure 21: Latinx Immigrant Tiered Needs
Rural school districts need to strengthen their ESL programs allowing Latinx
communities to flourish and overcome teacher and ESL teacher shortages. Culturally responsive
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instruction is lacking within the rural district; once implemented it improves the performance of
underachieving ethnically and racially diverse students (Hammond, 2015).
The student participants shared the difficulty they experienced during the rural Arkansas
school transition, showing the need for culturally responsive teachers to build trust and rapport
with their students to bolster their safety concerns and decrease social-emotional threats, which
comprise the cornerstone to a culturally responsive classroom (Hammond, 2015).
The participants gave examples of dislocation and cultural disorientation factors. Their
stories reinforce the need for multifaceted support, including access to Spanish-speaking mental
health professionals. Communities need to build programs designed to offer immigrant families
and children resources to assist with dislocation, cultural disorientation, educational gaps, and
language learning programs.
Rural schools need to be cognizant of challenges that exist with parental engagement and
immigrant families. The language barrier can dissipate if translators are available to help with
communication between educators and families. The school’s parental engagement program can
include school modeling strategies with parents on how to help with students’ homework. Latinx
immigrant parents struggle to promote literacy, such as that of the Guatemalan mother, Mrs.
Garcia. Support services in schools can create ELL resource centers for immigrant families to
promote diversity awareness and equitable education for all students in the school and
community workshops.
Rural School Districts’ Identified Needs
The results of this study suggest the need for rural school districts to modify the ESL
services available to students and families. Villalba et al. (2007) identified that rural schools face
school, teacher, and resource obstacles, and have detrimental school policies. Rural school
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districts need to strengthen their ESL programs, provide ongoing culturally responsive
professional development, and implement after-school and summer-school programs. Villabla et
al. shared that Latinx students, families, and communities will flourish and thrive once rural
schools have strong ESL programs, reinforcing the contributed success that Translator #2 shared.
Although the rural district in this study lacked Spanish-speaking mental health professionals to
support Latinx immigrants, the strong ESL program and access to translators provide support for
the students and families to flourish and thrive. However, the rural district is deficient in
providing culturally responsive professional development that would better support the school’s
diversity. The rural district continues to face teacher shortages, thus having the need for states to
promote incentives to fill ESL teacher shortages, especially in rural America.
Lavalley (2018) showed that Latinx students are prone to high poverty levels, thus
reinforcing the need for communities to build programs designed to offer immigrant families and
children resources to assist with dislocation and cultural disorientation, as well as language
learning programs. The results of this study highlight the struggles the families endured during
their transitions to rural Arkansas, thus intensifying the need for this support. Pumariega and
Rothe (2010) identified that dislocation and cultural disorientation factors, such as stress, PTSD,
depression, mourning the loss of loved ones, and lack of a support system, reinforce the need for
multifaceted support. As previously mentioned, the rural district’s deficiency in hiring Spanishspeaking mental health professionals would address the dislocation and disorientation factors
Pumariega and Rothe shared. Rural districts can partner with community-based mental health
organizations and hospitals to provide mental health services in the native language of the
families in need. If mental health services are not available in their native language, the rural
district could offer onsite telehealth counseling with larger providers that employ bilingual
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counselors. Additionally, this partnership could provide health wellness checkups and
vaccinations for the families. The families from this study would have benefited from access to
Spanish-speaking mental health professionals as they shared the emotional trauma they
encountered during their journeys, as well as wellness checkups. By creating this partnership, the
rural district and community partnership would be specifically supporting the physiological and
safety level of Maslow’s (1954) hierarchy of needs.
This study identified areas of strength in the ESL program as well as areas for growth.
There is a need for the U.S. government to overhaul support and financial aid opportunities for
high school graduating immigrant children who excel academically and desire postsecondary
opportunities, thus closing the achievement gap between Latinx students and their White
classmates (National Association of Educational Procurement, 2015). Rural school districts
could partner with Latinx high school graduates to address the teacher shortage, diversify the
school staff, and promote postsecondary opportunities by creating an onsite location for
graduates to participate in online college classes where districts can provide devices, internet
access, and academic support to the graduates. In return, the graduates could assist elementary
school teachers during classroom lessons by providing Spanish to English assistance to Latinx
students with lower ELL proficiency levels. The graduate could also substitute in a classroom or
help cover duties throughout the day. The longitudinal benefits of this program would allow the
rural district to create future Latinx teachers within the community, provide financial and
academic support to the graduate, create a more diversified school staff, and reinforce the
physiological safety and belonging of Maslow’s (1954) hierarchy of needs of the Latinx students
and families.
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Culturally Responsive Instruction
The results of this study suggest that culturally responsive instruction is absent or not
consistent amongst rural district teachers of Latinx students, and more so with teachers who lack
the ESL endorsement. Gay (2013) shared “culturally responsive teaching is a technique for
improving the performance of underachieving ethnically and racially diverse students” (p. 67).
As educators set to infuse culture into their classroom, educators need to identify their individual
culture frame of reference and understand it can limit their understanding of other cultures
(Hammond, 2015). Additionally, educators need to be capable of increasing their cultural I.Q. by
learning about other cultures while maintaining emotional intelligence and judgment. Last,
educators need to be able to recognize how cultures create varying student behaviors, displays of
learning, and peer interactions (Hammond, 2015). Samuels (2018) pointed out that “educators
must be prepared and equipped with tools to create and facilitate environments that embrace
cultural responsiveness” (p. 29).
Culturally responsive teachers build trust and rapport with their students, bolstering their
physiological safety and belonging under Maslow’s (1954) hierarchy of needs and decreasing
social-emotional threats, a necessity for Latinx students. Specifically, the Latinx students from
this study shared how difficult starting at the rural Arkansas school was while adjusting to their
new lives in the United States. Rural schools can create a big brother/big sister program for the
new Latinx immigrant students, where they are paired with another student, if available, from the
same native country. By doing so, the new Latinx student would immediately have peer support
during their adjustment period, which would further fulfill their belonging under Maslow’s
hierarchy of needs. The students in this study shared the difficulty starting a new school because
they did not know anyone or speak the language; having a big brother/big sister program in place
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would have made their transition easier. The students in this study felt safer once they met other
students from their native country, reinforcing the need for such a program.
To expand on this peer–peer program, rural school districts can create Latinx mentorships
where Latinx liaisons provide support for Latinx families that are new to the community. The
liaisons could provide community tours, showing the new families where to sign up for housing
and turn on household utilities and the location of grocery stores, county health departments,
churches, preschools, and foodbanks. The rural districts could provide a welcoming box to give
the new Latinx student and families to specifically provide support to the family’s physiological
and safety needs. The welcome box program would allow students to receive a backpack of
school supplies, whereas the family box could have nonperishable food, a map of the
community, list of important phone numbers for Latinx community programs and health-based
assistance, basic household items, and clothing. The families in this study shared how difficult
the first few months were after arriving to Arkansas because they had to leave their belongings in
their native country. By creating welcome boxes and having a liaison, the families would have
had more support to help them get settled. Rural districts could hire a social worker, or enlist the
help of social workers, to meet with the new families often to address the family’s additional
needs as their needs change.
As noted by Valenzuela’s (1999) theory of caring and Noddings’ (1992) caring notion,
Latinx students will succeed when their teachers model caring behaviors and encourage them.
This creates a foundation for teacher-student relationships to form and is the cornerstone to a
culturally responsive classroom. Teachers in rural districts could create a classroom program that
showcases the diverse classroom. For example, teachers can greet the class each morning in
different languages, facilitate a travel-around-the-world map cross-curricular unit (integrating
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state math, literacy, and social study standards) where students learn about countries and their
cultural richness. Teachers can invite students and families to share different recipes and cuisines
with the classroom while incorporating the recipes during a measurement unit. Art teachers could
incorporate culture by using artists and their artwork, including art activities that represent the
countries within the school and community. Art teachers can partner with the community city
council, identifying areas of the community where the students could paint a multicultural mural
that represents the population diversity within the community to promote the need of belonging.
Schools could honor and celebrate native country traditional holidays that make up the student
and family population. By expanding the classroom culture activities, the teacher is supporting
the belonging and esteem needs of the Latinx students. Furthermore, this expansion also creates
an alliance between the teacher and student, allowing the student to feel safe in the learning
environment as the teacher provides a balance of rigor and high expectations. Teachers need to
help students as they shift to an academic mindset because it allows feedback, makes the students
aware of their own progress, and promotes independent learning to occur.
Hammonds (2015) expressed culturally responsive teaching is “one of the most powerful
tools for helping students find their way out of the gap” (p. 15). For teachers to implement this
valuable tool, they need to create classroom activities that are relevant to their students’ lives and
responsive to their cultural learning styles. The students from this study specifically shared the
challenges they encountered during their first days and weeks of starting their new rural
Arkansas school. Had their classroom teachers received culturally responsive training, the
student challenges may have lessened. To address the language barrier the students shared as an
obstacle, classrooms should be equipped with digital translating programs and devices. This
would allow the teacher to interact directly with the students to begin the stage of building trust
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and rapport. Teachers need to develop a self-awareness of their own culture and examine how it
can impact families and students; this component is missing in differentiated instruction
(Kalyanpur & Harry, 2012; Tatum, 2009). Teachers can then gain cultural knowledge by
learning about the communities and understanding everyone has their unique identities and world
views. Finally, teachers need to apply their cultural knowledge within their practice. They can
model culturally appropriate lessons and activities to peers, advocate the needs of their ESL
students, and use best practices and curriculum that respects and promotes the students’ cultures.
This notion can strengthen student relationships with the school while enhancing their learning
(Kalyanpur & Harry, 2012; Tatum, 2009).
Educators are challenged due to a lack of professional development and support, and
many educators struggle to transform their own realm to be culturally cognizant of their students.
The Center for Culturally Responsive Teaching and Learning (2019) shared that student
engagement levels increased and were more academically successful after their teacher
participated in professional development centered around culturally responsive teaching. Rural
schools can partner with area education cooperatives to provide culturally responsive training
and professional development opportunities for the teachers. Without such training, the educators
simply do not know what to do or how to transform. Without proper mentors in place, it is easier
to stay within the typical classroom norm. By stripping the classroom of richness, the educator is
inadvertently robbing the child from meaningful learning. Other resources that are lacking are
access to field trip locations (oftentimes resulting in virtual field trips), technology, and
classroom funding. With community and business partnerships in place, rural districts could
receive support with resources that are lacking. Educators are essentially living an “every man
for themselves” mentality. Thus, educators need to provide engagement and learning
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opportunities if they want to provide students with differentiated instruction and assessments.
This results in discontinuity from year to year as it is in the hands of the educator. Students need
to have access to “brain-compatible” curriculum (Westwater & Wolfe, 2000) and activity
implementation school-wide, linking to their cultural knowledge. Addressing these challenges
need to be a collaborated goal for each school. As Minicucci (1995) explained, exemplary school
reform celebrates the multicultural minority student population.
Parental Engagement
The emphasis participants placed on not knowing how to help their child academically
highlights the need for rural schools to identify modification of parental involvement areas. Rural
schools need to be cognizant of challenges that exist with parental engagement and immigrant
families. The language barrier can dissipate if translators are available to help with verbal and
written communication between the school, teachers, and families; however, the rural school in
this study only had three Spanish-speaking translators to serve the district’s needs. Bitew and
Ferguson (2010) and Gibson (2016) articulated Latinx caregivers strive to be actively engaged in
their students’ education, but engagement falls short due to the language barrier. Educators need
to be aware of the home environment and if parents are available in the evenings to help with
homework. The lived experiences of the Latinx families shared through this study only enunciate
the need for educators to learn more about their students. Schools need to be aware of caregivers’
work environments. If parents are working second shifts or jobs, homework could be modified so
the children have the support they need with their assignments. Additionally, educators need to
be aware of Latinx students’ possible education gaps (Koyama & Bakuza, 2017), such as with
the sons of the Sanchez and Vasquez families, whose gaps were a result of the schools shutting
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down in Puerto Rico, or the son of the Bonilla family, whose journey from Honduras to Arkansas
took 6 weeks.
Schools need to have a successful parental engagement program for immigrant ESL
students and families. The beginning stage would be for the school to share strategies with
parents on how to help with their homework. Schools can model these strategies early in the
school year or one or two strategies each month. Tasks such as selecting a quiet place at home to
complete their homework, review their homework once completed, and read dual-language
stories together can be shared during a family literacy night. Immigrant parents, as well as all
parents,should be invited to visit the school and classroom often to share their cultures, stories,
and information about their native countries with all students. They can also volunteer in the
school during the day and/or during after-school programs.
Additionally, rural schools need to be aware of how native culture roles affect how
students’ parents view the differing roles between the school district and themselves. Because
Latinx immigrant parents struggle to promote literacy, what strategies can school districts model
to help overcome this barrier? Support services in schools have created ELL resource centers for
immigrant families to promote diversity awareness and equitable education for all students in the
school and community workshops (Gilbert et al., 2017; Klugman et al., 2012; Loera et al., 2001).
Schools cannot assume sending home a translated monthly “How to Help Your Child” newsletter
will lead to success, especially if parents struggle to read proficiently in their native language,
which the Guatemalan mother of the Garcia family expressed that she cannot read or write in
Spanish. Rural schools need to realize that parental engagement with Latinx immigrant families
is a work in progress and not generalize about differing cultures. In efforts to strengthen the
bridge between school and home, schools need to be willing to adjust their current practices with
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parental engagement plans and activities as needed. Frequent feedback from families can allow
for improvements to be made.
There is a need for rural schools to review their current parental engagement practices to
identify what successful components are present and areas that need improvement. Parental
engagement communities need to include all stakeholders, parents (including immigrant parents),
parent-liaisons, teachers, community members, business leaders, healthcare representatives,
sports club/after-school program leaders, and past graduates. Peterson et al. (2018) found that
both schools and local pediatricians collaborated to effectively promote preschool programs
offered in the community. Each of these stakeholders brings a different lens to the table, from
early childhood needs all the way through adult employment, with each being an equal
counterpart to any school’s program. The more schools can become culturally responsive to
students’ daily environments, the more immigrant students and families will succeed. Latinx
immigrant parents do not differ from nonimmigrant parents; both want what is best for their
child and want to see their child succeed. Immigrant parents need to simply learn how to help
their child, especially when the language barrier is present. Furthermore, schools need to be
knowledgeable of immigrant students’ previous schooling experiences and feelings of
dislocation and/or cultural disorientation and how they may affect immigrant parents'
participation in engagement opportunities. Schools need to have resources available for
immigrant parents to ease their assimilation processes and learn about America’s public
education system.
Rural schools need to understand how Latinx immigrant culture roles affect Latinx
immigrant students’ and parents’ interactions with school officials. Many cultures view teachers
and administrators as the experts in a child’s education. Schools and teachers need to be aware of
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their socioeconomic lens, which creates invisible culture barriers between teachers, students, and
families (Lambeth & Smith, 2016). Schools and parent-liaisons need to work with immigrant
parents to understand how they define the roles in their child’s education and identify concerns
and education priorities for their child. The school can learn valuable information during small
focus groups with immigrant parents, like that of this study, including obstacles that keep
immigrant families from participating in future events they would like to participant in. Schools
need to think outside the box and school walls to increase parental engagement for immigrant
families. By offering events outside of school and in the neighborhoods where families reside,
schools can breakdown any stereotypes the parents feel within the school. Schools can also
collaborate with immigrant employers in efforts to move the location of parent-teacher
conferences to make it more accessible to parents, especially if transportation is an issue.
Smaller rural schools, such as in Angel Falls, Arkansas, lack resources that are available
in larger urban communities, yet there is a higher immigrant population because of farming
entities in and around the community. As resources are scarce, schools can step up by creating
their own resources for immigrant families. For example, hosting a monthly CLD family night,
especially for new families, can build relationships between the school and immigrant
population. Classroom teachers can model mini reading and math lessons that parents can
incorporate at home. High school family consumer science teachers can collaborate with a media
specialist to create short school-readiness videos (i.e., DVDs and/or YouTube videos) for
younger immigrant children whose parents opted out of preschool. These videos can help teach
number identification, color and letter recognition, and other kindergarten-readiness skills many
immigrant students lack. Schools can partner with small-town businesses and install programs
like Google Screencast and Chromebox in areas where immigrants frequently visit; for example,
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the local bank, gas station, library, or break room at their job. Schools can have the immigrant
families host a cooking night, where school staff pay to attend a cooking class, learning to make
an authentic food dish popular in the immigrants’ cultures. Creative measures to increase
parental engagement for immigrant families can provide endless opportunities and benefits to the
students.
Further Research
Research relating to Latinx immigrants contains few phenomenology studies,
consequently creating a gap in research. How can we teach the students and support their
families if we lack awareness of their immigrant family story? Stakeholders lack the
understanding of the need to support immigrant families on a multifaceted level, including
emotional, physical, educational, and cognitive levels. As an educator for 15 years, and with my
ESL endorsement, I was not cognizant of my Latinx students’ and families’ stories. These five
families I interviewed in this study demonstrated the resilience of Latinx immigrants; their
presence and determination are assets to districts, communities, and the field of agriculture. As
classrooms, schools, districts, and communities become more diversified, Latinx immigrants’
stories come alive when there is someone there to listen.
Conclusion
The Latinx immigrants who participated in this study shared stories of schooling in their
native countries, reasons for leaving their native countries, details of their journeys to the United
States, and their experiences with acculturation as they adjusted to their new lives in rural
Arkansas. The three overall themes (education experience, migration experience, and emotional
experience) embraced the importance and provided a deeper dimension to the Latinx immigrant
experience, as rural districts, teachers, and communities can learn how to better support the

133
overall needs of Latinx immigrant families. Rural districts encounter obstacles when trying to
meet the needs of Latinx students and families. Recognizing the need for improved ESL support
systems and resources will provide the opportunity for the diverse student population, their
families, and their community overall to feel culturally welcome and flourish.
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Appendices
Appendix A: Interview Questions
Participants Life History
1.
2.
3.
4.
5.
6.

Tell me about yourself.
What is your native country?
How old are you?
How many children/siblings do you have?
What are your hobbies/interests?
Describe your school in your native country.

Details of Their Transition to the USA
1. Describe your journey to the United States
2. How old were you when you moved to the United States?
3. Who traveled with you?
4. What family members remain in your native country?
5. What was the weather/season/time of year that you left your native land?
6. How did you travel from your native home to the United States?
7. What factors influenced your decision to move to the United States?
8. What do you remember feeling before you left, during the journey, and once you arrived?
9. What was the first weeks/months like after moving to the United States?
10. What was the first day and few weeks like in your new school?
Reflection of Their Experience
1.
2.
3.
4.
5.

How would you describe life now in the United States?
How would you describe school now? (School aged participants)
What reminds you of your native country?
How has the experience from your journey impacted your life in the United States?
How has the experience from your journey impacted your relationships in the United
States?
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Appendix B: Follow Up Interview Questions
STUDENT
1. Describe your school day in your native country.
2. Describe how you felt your first day of school at Angel Falls.
3. What do remember thinking/feeling after the end of your first day of school at Angel
Falls?
PARENTS/GUARDIAN
1. Describe how you felt when your child started school at Angel Falls.
2. Describe what being (Native country) patriotism means to you and your family.
3. Thinking back to your first few days/weeks in America/Angel Falls, what advice or
wisdom would you give to your children/family when they encounter obstacles or a
challenging time in their life?
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Appendix C: The Sanchez and Vasquez Families’ Two-Case Model
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Appendix D: The Sanchez and Bonilla Families’ Two-Case Model
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Appendix E: The Sanchez and Garcia Families’ Two-Case Model
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Appendix F: The Sanchez and Hernandez Families’ Two-Case Model
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Appendix G: The Vasquez and Bonilla Families’ Two-Case Model
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Appendix H: The Vasquez and Garcia families’ Two-Case Model
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Appendix I: The Vasquez and Hernandez Families’ Two-Case Model
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Appendix J: The Bonilla and Garcia Families’ Two-Case Model
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Appendix K: The Bonilla and Hernandez Families’ Two-Case Model
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Appendix L: The Garcia and Hernandez Families’ Two-Case Model
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Appendix M: Translator #1 and Translator #2 Two-Case Model

156
Appendix N: Translator #1 and Translator #3 Two-Case Model
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Appendix O: Translator #2 and Translator #3 Two-Case Model
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Appendix P: Translator #1 and The Sanchez Family Two-Case Model
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Appendix Q: Translator #1 and The Vasquez Family Two-Case Model
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Appendix R: Translator #1 and The Bonilla Family Two-Case Model

161
Appendix S: Translator #1 and The Garcia Family Two-Case Model
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Appendix T: Translator #1 and The Hernandez Family Two-Case Model

163
Appendix U: Translator #2 and The Sanchez Family Two-Case Model
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Appendix V: Translator #2 and The Vasquez Family Two-Case Model

165
Appendix W: Translator #2 and The Bonilla Family Two-Case Model

166
Appendix X: Translator #2 and The Garcia Family Two-Case Model

167
Appendix Y: Translator #2 and The Hernandez Family Two-Case Model
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Appendix Z: Translator #3 and The Sanchez Family Two-Case Model

169
Appendix AA: Translator #3 and The Vasquez Family Two-Case Model

170
Appendix BB: Translator #3 and The Bonilla Family Two-Case Model

171
Appendix CC: Translator #3 and The Garcia Family Two-Case Model

172
Appendix DD: Translator #3 and The Hernandez Family Two-Case Model
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Appendix EE: Document Portrait by Code Frequency (The Sanchez Family)

Figure EE1: Document portrait by code frequency (the Sanchez family)
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Appendix FF: Document Portrait by Code Frequency (The Vasquez Family)

Figure FF1: Document portrait by code frequency (the Vasquez family)
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Appendix GG: Document Portrait by Code Frequency (The Bonilla Family)

Figure GG1: Document portrait by code frequency (the Bonilla family)
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Appendix HH: Document Portrait by Code Frequency (The Garcia Family)

Figure HH1: Document portrait by code frequency (the Garcia family)
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Appendix II: Document Portrait by Code Frequency (The Hernandez Family)

Figure II1: Document portrait by code frequency (the Hernandez family)
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Appendix JJ: Family Belongings
Examples of what reminds the participants of their native country

The family shared the avocado is a native fruit in Puerto Rico. The wooden mortar and
pilon is used to make tortillas. The Castillo San Felipe del Morro, a historic landmark in
Puerto Rico, is in the background.

The family shared the apron has plantations and avocados. The wooden mortar, pilon, and
wooden tostonera is used to make tortillas. The Castillo San Felipe del Morro, a historic
landmark in Puerto Rico, is in the background.
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The family shared that Puerto Rican Strong was the empathic mode created after Hurricane
Maria, the 2017 deadly category 5 hurricane.

The family shared that this bag reminds them of the historic buildings in Puerto Rico.

180

A traditional Puerto Rico shell bracelet, wooden imacasa condor tool/knife replica used for
agricultural, and a shot glass.

The family shared this species of frog is only found in Puerto Rico. Scientists have relocated
the frogs in other ecosystems but it does not survive. They also shared about the ocean
and sea turtles they would see.

181

The Sanchez Family shared the designs of the oven mit has the native flower and buildings
of Puerto Rico.

Ping-Pong is a traditional passed time in Puerto Rico.

182

The Puerto Rico flag.

Traditional Puerto Rico rice dish with beans, olives, and meat.

183

Traditional Puerto Rican desserts.

The son of family 3 shared his Honduras flag. He said “this is all I have to remind me of my
home country.”
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Appendix KK: Individual Family Transcription Word Cloud

The Sanchez Family, Puerto Rico

The Vasquez family, Puerto Rico

185

Bonilla, Honduras

The Garcia family, Guatemala

186

The Hernandez family, El Salvador
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Appendix LL: Combined Family Transcription World Cloud

The Sanchez Family-#5
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Appendix MM: Combined Translator Transcription World Cloud

Translator’s Interview
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Appendix NN: IRB Approval Memo

